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ABSTRACT 
MANAGERIAL STYLE AS A FUNCTION OF ADULT DEVELOPMENT STAGE 
FEBRUARY 1995 
RONALD P. CORBETT, JR., A.B., HARVARD UNIVERSITY 
M.S., NORTHEASTERN UNIVERSITY 
ED.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Maurianne Adams 
Contemporary assessments of management training efforts 
have generally found such efforts to be wanting, in failing 
to inculcate enduring changes in skills and capacities. 
Simultaneously, a variety of management theorists have 
pointed in the direction of cognitive complexity, sometimes 
described as "complicated understanding", as the key quality 
for successful managers. 
This study is concerned with the contribution that an 
explicitly developmental perspective can make to a better 
understanding of the dynamics of managing in an 
organizational setting. It draws on research conducted over 
the last two decades by a small group of researchers 
interested in the nexus of developmental psychology and 
management and aims to lend additional empirical support to 
those efforts. 
IV 
The study focuses on the work of developmental 
psychologist Robert Kegan, who has constructed a theory of 
stage-related progressions in the development of the self 
and personal meaning-making over the life course. Kegan's 
notion that our culture makes mental demands on us that can 
be understood in stage terms is applied here to the domain 
of management. The purpose was to explore the possible 
connections between essential managerial skills and the 
properties of developmental stages. 
Sixteen (16) managers in a mid-sized state agency 
formed the research sample. Each subject was assessed for 
both developmental stage and managerial stage. The results 
reported here suggest a strong correlation between stage¬ 
functioning and management style. The implications for 
further theory building and organizational reform in the 
service of fostering managerial success are discussed in 
detail. 
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CHAPTER 1 
INTRODUCTION AND PROBLEM STATEMENT 
The Crisis in Management Education 
In November, 1993, in a move that was expected to send 
tremors through the world of management education. Dean John 
McArthur of the Harvard Business School announced a major 
revamping of the graduate curriculum. After eighteen months 
of study and following a great deal of input from business 
and corporate leaders around the country, a decision was 
made to redesign courses around an emphasis on the so-called 
"soft skills", including leadership, interpersonal 
communications, and teamwork. 
The report that called for these changes included a 
consensus of opinion, joined by faculty and industry leaders 
alike, that while Harvard MBA's possessed strong analytical 
skills in discrete areas of business such as finance and 
marketing, these same students lacked the broader, people- 
oriented abilities on which their success as managers would 
turn (Zitner, 1993). 
This call to reform management education is simply the 
most recent in a series of critiques leveled against 
business and management schools over the last thirty years, 
a period which witnessed what has been described as an 
"avalanche" of reports critical of these institutions for 
failing to impart management skills in their graduates 
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(Whetten, et al., 1991). Many of the reports strike similar 
themes, faulting the typical management curriculum for 
concentrating on the transfer of a high volume of 
theoretical concepts to its students without a concomitant 
emphasis on application skills. Related criticisms faulted 
business faculty for emphasizing quantitative analysis at 
the expense of conceptual or interpersonal issues. Serey 
and Verderber (1991) provided the following example of the 
skills gap: management schools will teach their students a 
variety of rationales and principles for delivering feedback 
to employees but will neglect entirely any discussion of the 
particular manner or techniques to be used in providing this 
evaluative information. 
This prioritization of skills over theory, and on 
conceptual and interpersonal skills over purely technical 
ones, met a great deal of resistance from faculty who felt 
that such a transition would degrade graduate education to 
the level of a training program. Nonetheless, most observers 
saw this "skills" movement gaining strength in the 1980's 
(Bigelow, 1991), with some suggesting that teaching 
managerial competencies should be the principal agenda for 
business schools in the modern era (Serey and Verderber, 
1991). 
Perhaps the most influential recent critique of 
business school education was that published in 1988 by 
Porter and McKibbin, under the auspices of the American 
Assembly of Collegiate Schools of Business (AACSB), 
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Manacrement Education and Development: Drift or Thrust into 
the Twenty-First Century. Porter and McKibbin surveyed and 
interviewed a sample of Deans and other administrators from 
all 620 members of the AACSB (including 2,800 faculty 
members) along with students and alumni of both graduate and 
undergraduate business programs. In addition, 1,692 
executives from America's leading corporations were 
contacted. The purpose of the study was to compare the 
school's priorities in educating future managers against the 
opinion of business leaders regarding the preparation 
necessary to succeed in the corporate world. 
The results were dramatically divergent. All 
respondents, except for faculty members, felt that the 
schools were spending too much time on quantitative analysis 
and too little time on behavioral skills, with over two- 
thirds of all executives sharing this view. Of all the 
competencies potentially addressed in a management 
education, the executives put highest priority on leadership 
and interpersonal skills, areas given rather low priority by 
faculty. While this was the most ambitious study of its 
kind, a more recent publication reviews a variety of similar 
reports and concludes that they have a "degree of 
commonality (that) is indeed striking" (Mullin et al., 1991, 
p. 177) . 
Individual business faculty members, in their own work 
have joined this chorus of criticism, adding their own 
twists. William Torbert of the Boston College School of 
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Management, in The Power of Balance (1991), indicts the 
governing paradigms of management and leadership for failing 
to generate models that have staying power and enduring 
effectiveness. By way of example, he cites Tom Peter's 
celebrated book. In Search of Excellence, which purports to 
identify the qualities of successful organizations and 
executives. Torbert reports that, despite the notoriety 
gained by Peters' prescriptions, one-third of his exemplary 
corporations, when revisited two years after publication of 
the book, could no longer meet the criteria of "excellence". 
Colleagues of Torbert's reinforce this finding of 
recurring cycles of management theory, with new 
"breakthrough" approaches announced with great fanfare and 
fairly shortly thereafter abandoned as the last in a line of 
failed panaceas. Merron et al., comment on the "perennial 
tendency toward management fads that rarely take root or 
significantly improve effectiveness" (1987, p. 283). 
Rita Weathersby (1993), of the Whittemore School of 
Business at the University of New Hampshire, reports in her 
recent works that much management education does not seem to 
"graft" well; that the skills and knowledge allegedly 
inculcated through the management curriculum extinguish over 
time, compromising if not negating success in the workplace. 
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The Promise of a New Paradigm 
While all of the critiques of management education 
bring with them nostrums for what ails the system in the 
form of revamped curricula and teaching approaches, a small 
group of scholars of management and leadership have begun to 
speak with one voice in terms of their analysis of the 
fundamental flaws in the existing paradigm as well as the 
likely cure. 
These scholars - including Torbert, Merron, Weathersby, 
and a few others - locate the problem in an unlikely area 
for business faculty-adult developmental psychology. 
Management and leadership education fails, the arguments 
run, because it is not informed by crucial theories of adult 
development which, if understood properly, would potentiate 
such education and lead to enduring change and skill 
development. 
While this line of inquiry will be presented in more 
detail later in this proposal, a brief overview is in order. 
Crucial to the emergence of this new paradigm were findings 
in the 1970's by theorists of organizational development and 
organizational behavior, which put a new face on the tasks 
facing managers and administrators in organizations. Their 
greatest and most persistent problems, it was now argued, 
were not easily amenable to the application of the highly 
developed technical skills they had typically acquired in 
their education but instead were "messes" or "ill-structured 
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problems" that defied solution through utilization of the 
standard algorithms of problem solving so familiar to them. 
Ackoff (1974), who refers to "messes", and Mitroff and 
Emshoff (1979) who refer to "ill-structured problems", 
address the same organizational reality: organizations are 
not stable entities but rather are always in flux, beset by 
problems that become more complicated the longer they are 
examined. In this context, rational decision making 
models, which assume that all or most relevant factors are 
known and not fluid, will have little currency. Problems 
that arise for managerial action will characteristically be 
highly complex and interdependent, having wide implications 
and impacting several sections of an organization. Trade¬ 
off and balancing acts become the norm, with every 
"equation" containing several variables and some unknowns. 
This situation could prove daunting to the most well- 
trained manager. It leads to a call for developing (or 
recruiting for) what Weick (1979) came to refer to as 
"complicated understanding", an organizational theorist's 
term for describing what was needed in managers who faced 
these vexing problems. This line of thought led to related 
interest in cognitive complexity, which naturally got 
management theorists into areas new to them - the domain of 
cognitive development. 
Nearly contemporaneous with this work on a finer 
understanding of executive decision-making was the 
burgeoning of theory in the area of adult cognitive 
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development. Building on the pioneering work of French 
psychologist Jean Piaget, developmentalists such as Jane 
Loevinger (1976) and Robert Kegan (1982) advanced theories 
of a stage-like sequence in the development of adult 
cognitive/epistemological capacities (patterned ways of 
perceiving, reasoning and making-meaning of the world). 
While we will have occasion to examine these theorists in 
greater detail in the next section of the paper, it should 
be said that these theories, and others which were similar 
in kind, posit a sequence of hierarchical stages of 
functioning, through which individuals move in an invariant 
sequence. Some adults will advance further on this 
developmental "ladder" than others, and each succeeding 
stage is seen as broader, more encompassing, subsuming and 
superseding levels of functioning common to earlier stages. 
The Marriage of Management Theory and Adult Development 
Arthur Koestler in The Act of Creation (1964) speaks of 
"bisociation", a neologism for the creative combination of 
principles from seemingly unrelated disciplines. In a 
phenomenal display of bisociation occurring in the last ten 
years, theorists of management cross-fertilized their own 
research on management effectiveness with emerging findings 
in the adult development domain. A later section of this 
proposal will review this path-breaking work in detail, but 
some general comments will convey the flavor of this effort. 
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Picking up on the idea that "complicated understanding" 
might naturally enough depend upon cognitive complexity, a 
small group of business school faculty immersed themselves 
in the nascent literature of adult development. A group of 
scholars centered at Boston College began to advance the 
thesis that the further development of managers and would-be 
managers along trajectories such as those described by 
Loevinger and Kegan should be the proper concern of 
management education programs. They reasoned that the 
skills and capacities generally accepted as characterizing 
effective managers might well be manifestations of overall 
stage functioning. Put differently, they argued that stage- 
related levels of cognitive functioning might set ceilings 
on managerial effectiveness, since the acquisition of 
certain skills was predicated on attaining a certain higher 
level of functioning, which in turn formed the substrate (or 
deep structure) underlying those skills. Just as Piaget had 
argued that certain mathematical and scientific principles 
would be beyond the understanding of children who had not 
reached the "formal operations" stages, so here theorists 
argued that acquisition of "complicated understanding" and 
the related managerial skills would be predicated on the 
attainment of higher stage functioning. 
While this marriage of ideas was brokered primarily by 
those on the management school side, one of our key 
developmentalists, Robert Kegan, ventured into this area 
with a colleague, Lisa Lahey, in a 1984 article entitled 
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"Adult Leadership and Adult Development: A Constructivist 
View." Kegan and Lahey argued that the style of leadership 
exercised, in his example, by a high school principal would 
be a specific manifestation of a pattern of "meaning¬ 
making", related to a discrete stage of development. Once 
we knew the principal's overall stage of "meaning-making, we 
could fairly well predict the manner in which she would 
undertake her role as principal. One implication of this 
position, Kegan and Lahey averred, was that certain adult 
tasks might, as in Piaget, be beyond the capabilities of 
some incumbents for the position. 
Implications of a Link Between Managerial Style 
and Adult Development Stages 
It will be the aim of the dissertation project 
described in this proposal to further test and elaborate on 
the "bisociation" argument for a link between management 
style and stage-related functioning. One could ask what 
value this might have or what the implications of such work 
could be. By many accounts, there has been very little 
incorporation to date of developmental perspectives into the 
field of management education or development, with reports 
of only one program approaching the tasks of educating 
managers through purposeful development (Fisher et al, 
1987). If the developmental paradigm continues to have 
heuristic value in investigating the underpinnings of 
managerial effectiveness, the implications for management 
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education and management training would be immense. Those 
whose business it is to educate and train managers could 
develop an entirely new framework for undertaking those 
tasks, ones with explicit developmental features, informed 
by theories such as Loevinger's and Kegan's, and aiming at 
the long-term development of the whole person and their 
meaning making capacity as a necessary precursor to their 
becoming high-functioning managers and executives. The 
success of management programs would then be measured not 
primarily by tests on or demonstrations of an understanding 
of discrete skills but by growth and transformation of the 
individual through movement into higher stages of cognitive 
development. 
Reframing the tasks as fostering adult development, and 
redesigning curricula and professional development programs 
accordingly in line with the principal tenets of adult 
development theory and what is known about the conditions 
that promote growth, could yield impressive results. It 
could produce a cadre of managers whose effectiveness 
persisted over time, immune from the whims of the latest 
gimmicks and fads. Given the effort that has heretofore 
been expended in the search for the "holy grail" of 
management success, the promise is great but as yet 
untested. It will be the goal of the dissertation to move 
this inquiry forward. 
One additional note is critical. The term "style", as 
used in this dissertation, is coupled with "management" and 
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is intended to be synonymous with "perspective" or 
"orientation". 
It is to be distinguished from the term "style" as 
employed in the developmental literature, which refers to 
enduring characteristics which can be differently manifested 
at the various developmental stages (Noam, 1985). 
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CHAPTER 2 
LITERATURE SEARCH 
The Nature of Constructive-Developmental Theories 
"The real voyage of discovery consists 
not in seeking new lands, but in seeing 
with new eyes." 
- Marcel Proust 
"But ceremony never did conceal, 
save to the silly eye, which all allows, 
how much we are the woods we wander in." 
- Poet Richard Wilbur 
Theories regarding progressions in the way in which 
adult make meaning of and in their lives are variously 
labeled as "cognitive," "structural", "stage" theories, etc. 
I have chosen the rubric of "constructive-developmental" 
theories, because it accents two prominent features of the 
theories. Research on the topic of adult development 
underwent a seeming "explosion" (Cross, 1981) in the 1970's. 
Among the many "families" of theories that emerged was that 
which concentrated on development in the post-"formal 
operations" stages. 
Rodgers (1980) suggests that cognitive 
developmentalists focus primarily on how individuals 
"reason, think, and make meaning of (their) experience" 
(emphasis added). Knefelkamp et al (1978) characterize 
cognitive developmentalists as concentrating on "the process 
by which individuals perceive and reason about the world" 
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(p. XII). We can see in both these definitions that the 
functions attended to by the cognitive developmentalists are 
global and embracing, rather than narrow or task and 
content-specific. 
As Kegan (1982) especially has suggested, there are two 
general underlying concepts critical to adult cognitive 
development theory - the notions of constructivism and 
developmentalism. These important ideas manifest themselves 
across the theorists whose work will be summarized here and 
therefore they warrant some development. 
Constructivists posit that reality, rather than being 
an objective entity "out there" that is more or less 
accurately discerned by individuals, is constructed 
personally, a private composition rather than a public 
perception. Through acts of cognition, we apply filters, 
lenses, frames, and schema to our experience and make 
meaning of our lives in the process. We construct our 
reality - it is not what we see and experience but rather 
what we make of what we see and experience. 
Constructivism suggests not so much that humans make 
meaning as that humans are their meaning-making systems - 
highly individual and idiosyncratic, a process in which we 
are embedded and of which we may have no more consciousness 
than does the fish, in Mao's famous statement, which senses 
everything but the water. 
Developmentalism implies that humans are dynamic 
systems, moving forward over time through stages evidencing 
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increasing growth and maturity. At the root of 
developmentalism is a biological metaphor, suggesting that 
the self manifests evolutionary movement from lower to 
higher levels of operations, from simple and 
undifferentiated stages toward a more complex and 
diversified system. Central to this developmental paradigm 
is the notion of successive and qualitatively different 
stages of growth, each one more adequate and adaptive than 
its predecessor and characterized by a unique structure that 
is totalizing and governing. 
Cross (1981), in discussing stage-related research, 
captures developmentalism in the cognitive context 
succinctly: 
...the movement is from simple 
stereotyped thinking and perceptions, 
through an awareness of multiple 
possibilities and differentiated views 
of oneself and society, to conceptual 
complexity, tolerance of ambiguity, 
objectivity and broadened vision (p. 
177) . 
Structure and Stage 
The concepts of stage and structure or structural 
stages are central in cognitive development theory. These 
key terms are not always used uniformly and the literature 
reveals at least shades of differences in definition. 
Generally, cognitive development theorists acknowledge 
Piaget's work as being seminal with respect to these 
concepts. Piaget (1970) uses "structure" to connote a set 
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of laws that organize and control reasoning. Rodgers (1980) 
defines a structure as a "set of assumptions which acts as a 
filter or set of lenses for defining how an individual will 
tend to perceive, organize, and evaluate experiences and 
events" (p. 14). Structures are not attitudes toward 
particular issues or dilemmas but an underlying way for 
organizing thought across a variety of unrelated tasks 
(Kohlberg & Armon, 1984). 
At least in terms of classical Piagetian thought, these 
structures are then located in a developmental sequence, 
each plateau of which is organized as a "stage". Each stage 
contains "ideal types" or "illustrative exemplars " of 
discrete structures, which "themselves can never be 
observed" (Kohlberg, 1984, p. 388). Each stage is an 
important benchmark along a developmental continuum. 
Among the key features thought to be common to 
structural stages are the following (Rodgers, 1980; 
Kohlberg, 1984): 
1. ) They represent an invariant sequence, so that no 
individual can progress through them except in the order 
suggested. Characteristics of a specific stage will not be 
demonstrated unless those of a previous stage have already 
been manifested. While individuals may arrest at different 
stages, they cannot leap over intervening stages; 
2. ) They are hierarchical. forming a sequence which 
results in a subsequent stage overtaking and integrating the 
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previous one. Individuals at a higher stage can understand 
the reasoning used by individuals at a lower stage but the 
reverse is not possible. Rodgers makes the following related 
point regarding the hierarchical nature of stages: 
This means each successive stage differentiates 
and relates more and different categories than the 
previous ones and does so with greater internal 
consistency and greater adequacy for understanding 
and resolving conflicts with the environment 
(p.16). 
3.) They are qualitatively different, in that they 
contain structures that vary in kind, not just in power or 
degree. They connote a discrete, distinguishable way of 
reasoning, knowing, or meaning making, not simply an 
accelerated form of an earlier mode of reasoning. They also 
are total and all-embracing and will manifest themselves 
across a variety of cognitive tasks, though some "whole 
stage" theorists (such as Kegan) are distinguishable from 
those who address specific domains (e.g, moral judgment 
making, social perspective taking). 
Some theorists have also argued that stages are 
inherently, universal, being endemic to all cultures 
(Kohlberg, 196 9) . 
More recently the claims of stage universality have 
come into question on two accounts - the paucity of research 
for the existence of stages across cultures, and the 
positive findings regarding gender differences in 
development. 
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Kohlberg, who claims universality for his own theory of 
moral development, acknowledged the weakness of this claim 
by most developmentalists. In one of the last of his 
articles written before he died, Kohlberg (1990) points to 
the absence of cross-cultural validation as the "primary 
drawback" to work on adult cognitive development (p. 260). 
Basseches (1984) disavows any claim on universality, 
conceding that "ways of knowing the world" are most 
certainly shaped by the "histories of cultures in which 
individuals develop" (p. 14 - 15) . 
Important gender differences reported in research and 
theory-building on moral and epistemological development in 
women (Gilligan, 1982; Belenky et al., 1986; Lyons, 1983) 
also challenge the notion of universality of stages. These 
reports find both convergence and distinct divergences in 
the structures of women's cognition and moral reasoning, as 
compared with those of men. 
Finally, universality as a principle is challenged by 
Kegan's work (1982) on the evolution of meaning making as 
well as his contemporary interpretation of Piaget. Kegan's 
evolving self grows in correspondence with the environment, 
in a continual give-and-take between the "progressively 
individuated self and the bigger life field" (p. 43). 
The essential role of environment in the developmental 
conversation between self and the not-self presents the most 
compelling challenge to the claim of stage universality. 
The great variety of environmental stimuli across the world 
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cultures makes such claims suspect in the absence of cross- 
cultural validation. 
Dynamics of Developmental Change 
There is also broad agreement regarding the process by 
which developmental change or movement from one stage to the 
next occurs. Kohlberg (1969/ 1971) developed the notion of 
"optimal mismatch" or the "plus one principle" to capture 
the core dynamic in fostering developmental growth. 
According to Kohlberg (1969), the individual must face 
a cognitive challenge that is slightly beyond one's current 
stage of operations. The resulting cognitive conflict or 
dissonance will lead to the development of more appropriate 
"structures" of reasoning and movement forward to the next 
stage. A cognitive challenge that is significantly beyond 
the individual's current stage of functioning will trigger 
stress, withdrawal, and the opportunity for development will 
be lost. 
Piaget identified a similar phenomenon with his 
concepts of "assimilation" and "accommodation" (Bringuier, 
1980) . Faced with cognitive conflict, an individual would 
adapt by reforming the challenge in a manner that was 
manageable by the current stage of reasoning (assimilation) 
or change the existing structures by developing more 
advanced ones more functional for the challenge at hand 
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(accommodation), with the aim of maintaining "equilibration" 
between the existing structure and external demands. 
A number of theorists have developed theories regarding 
the conditions - both personal and institutional - which 
promote developmental progress. Rodgers (1980) summarizes 
much of the literature on this topic by identifying the 
following key conditions for fostering developmental 
movement: 
1. ) the individual must be in conflict over issues in 
which he/she has a personal investment; 
2. ) the developmental dissonance must be in the 
manageable range - neither too great nor too 
little; 
3. ) certain personality styles will be more conducive 
to change through a given stage transition; 
4. ) it helps if the individual is challenged in an 
environment where support and feedback are 
available. 
As we will see in a later section of the paper, some of 
the key theorists to be discussed have developed their own 
thinking regarding conditions which foster developmental 
gains. 
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Two Key Developmentalists 
In the research done to date bringing a developmental 
perspective to managerial expertise, nearly all scholars 
have relied upon the work of Jane Loevinger for the 
developmental material, with scattered forays into the work 
of Robert Kegan. Given the extent of reliance on Loevinger 
and the intent of this dissertation to extend that work 
using Kegan's theory, the theories of both will be examined 
in some detail. 
Jane Loevinger 
Loevinger's theory, enunciated in her principal book 
Ego Development (1976), embodies many features of the 
cognitive stage family of theories and tracks progressions 
in the way that individuals interpret and react to internal 
and external experiences. For Loevinger, the "ego" 
constitutes the core of the self and "provides the frame of 
reference....within which one perceives the world" (p. 9). 
Loevinger's theory includes both structural features, as 
previously defined, and the developmental trajectory, though 
she does not accent the "higher is better" view of other 
developmentalists, believing that "there is no highest stage 
but only an opening to new possibilities" (p. 26). 
Loevinger's theory posits six stages, with gradations 
that amount to ten levels of functioning from childhood to 
adulthood. At each stage, the respective level of ego 
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functioning implies and predicts for characteristic traits, 
impulses, and cognitive and interpersonal styles, as well as 
conscious preoccupations. The stage-related ego is a 
meaning-making entity, applying a consistent and relatively 
stable interpretive logic to its environment and thereby 
"constructing" a coherent meaning over a range of 
experiences. Resistant to change and blind to evidence that 
would challenge its primacy, ego functioning is nonetheless 
a dynamic process where progression and growth occurs as one 
stage of operations proves inadequate to increasingly 
diverse and complex challenges from the environment. In 
this way, the governing structures of one stage give way to 
the increasingly more useful attributes of a succeeding 
stage. 
While Loevinger's theory covers the full life span, the 
description of her discrete stages will focus on those 
levels commonly found in adults: 
The Self-Protective Stage. Typically found in young 
people, this represents the first level of functioning that 
might be found in immature adults. Individuals at this 
stage will externalize responsibility, blaming others and 
"fate" for events that befall them. Concerned with 
exercising control and being controlled, the Self-Protective 
individual can appear manipulative and self-serving, angling 
to be rewarded for positive action and aiming to escape 
being detected for irresponsible action. 
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The Conformist Stage. At this stage, the individual 
begins to place value on compliance with rules and group 
norms, seeking approval and social acceptance. Certainty 
about the right and wrong way modes of conduct and solutions 
to problems predominates, as does stereotypical and dogmatic 
thinking and a lack of appreciation for individual 
differences. 
The Conscientious/Conformist Level. A transitional 
step between two stages, also known as the Self-Aware level, 
this position characterizes many adults. While still 
engaged in a conforming world-view, there begins to be signs 
of personal authoring of one's views and the importance of 
subjective feelings. Rules aren't perfect; exceptions can 
and should be made. Multiple views can be tolerated and 
allowed space. This level brings increased self-awareness 
and a movement away from being determined by group norms. 
The Conscientious Stage. At this stage, self-generated 
opinions and stances begin to replace conventional views. 
Internal standards for thought and conduct supplant 
externally imposed values. Introspection and sensitivity to 
others and their positions are characteristic traits as the 
capacity for empathy and the desire to set and achieve 
personal goals is evident. 
The Individualistic Level. A second transitional step, 
individuals at this level become more aware of their own 
individuality and the importance and complexities involved 
in negotiating individual differences. A pull between 
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independence and dependence complicates life, in a world 
where interpersonal relations become deeper and more 
significant. This level witnesses a growing sophistication 
in appreciating diversity in people and ideology, leading to 
a greater capacity for handling ambiguity and paradox and 
the manipulation of intellectual concepts and abstract 
thinking. 
The Autonomous Stage. At this stage, the individual is 
able to appreciate the need for balance between personal 
autonomy and the views of others; for maintaining the 
delicate balance between rigid self-definition and becoming 
immersed in others. It is recognized that close involvement 
with others need not be at the expense of a sense of self. 
Intellectually, there is the capacity for accepting and 
working with the multifaceted, contradictory, and 
irreconcilable nature of reality and integrating this in a 
coherent epistemology. Inner conflict is confronted more 
calmly, with less sense of embattlement in the face of 
emotional turmoil. 
The Integrated Stage. Attained by very few adults, 
this final stage allows for conflicts, tensions, and 
polarities to be transcended as the self becomes anchored in 
a shifting, dynamic and puzzling but not overwhelming world. 
Personal satisfaction derives from steering one's own boat, 
sharing the trip with others, and being content with 
destinations both reached and abandoned. 
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Measuring Loevinger Stage Functioning. Loevinger and 
her associates have created a protocol for determining stage 
functioning, the "Sentence Completion Test"(SCT), a form of 
projective test that assesses stage by scoring individuals 
responses to thirty six sentence stems, such as: "My 
conscience bothers me if .". Studies supportive of the 
protocol's reliability and validity have been completed 
(Levine, 1989). 
Robert Kegan 
In The Evolving Self. (1982) psychologist Robert Kegan 
proposes that an evolution in the process of meaning making 
is the fundamental dynamic in personality and ego 
development. His theory is essentially dialectical, 
envisioning the self in constant flux, as it mediates 
between itself and the environment, in ebbs and flows of 
communion as against distinction and separateness, as it 
negotiates and discovers meaning in the world. 
The Subiect-Obiact Framework. Kegan and his colleagues 
(1982) have maintained that the "underlying psychologic" of 
his theory of the self is the concept of the subject-object 
relationship. According to this framework, each stage of 
meaning-making can be understood through an examination of 
both what the self is "subject to" as well as what it can 
take as "object". 
What is "subject" for the self at any point is its own 
organizing principle, its way of knowing. The self cannot 
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reflect on what it is subject to; it is embedded in 
"subject" which is co-extensive with the self. In Kegan's 
view, we have object. 
"Object" refers to the content of our meaning-making, 
elements of our knowing and organizing that the self can 
"reflect on, handle, look at, be responsible for, relate to 
each other, take control of, internalize, assimilate, or 
otherwise operate on" (1994, p. 32). 
The developmental trajectory tracks a series of 
progressive changes in the subject-object framework. The 
self, with each successive movement to a higher stage, 
objectifies that which it had previously been subject to. 
That is, the self grows out of and away from an embeddedness 
in one system of making meaning, which system it can now 
take perspective on and be "object"-ive about. 
Simultaneously, it becomes in thrall to a new system which 
the self becomes newly "subject" to, a process reiterated 
with each step up the developmental ladder. 
Description of Stages. Kegan's theory includes five 
stages, of which the last three span adult functioning from 
late adolescence to mature adulthood. I will take up each 
of the latter three stages in succession. 
Interpersonal Stage. At this stage, the self is 
created in the looking glass of its relations with others. 
Friends take on crucial importance, as the social realm 
becomes the crucible of identity. The individual becomes 
co-defined and co-determined through the reactions of 
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others. Others become seen as more than "facilitators" or 
"thwarters" of one's selfish goals but rather objects of 
interest and attention in their own right. 
While this new found inherent interest in others is a 
new level of maturity, it brings with it the dark-side of a 
self tied to the vagaries of social acceptance and 
interpersonal success. 
At each stage, Kegan posits a distinct "culture of 
embeddedness" or "holding environment", each appropriate to 
its respective structural stage. At the Interpersonal 
stage, it is the "culture of mutuality", providing support 
for collaborative self-sacrifice and mutual undertakings. 
Institutional Stage. Moving away from a personal 
psychology favoring inclusion, the self now grabs the rudder 
of its own ship, seeking in the process to author a sense of 
self and independence from the reactions of others. Choices 
are more freely made, more often based on principles than 
the whims of others. Self-determination replaces co¬ 
determination, sole ownership is taken of one's beliefs and 
actions. Somebody is in charge. 
The associated culture is one of "self-authorship", as 
the individual is supported in the brandishing of self vis- 
a-vis other people and institutions. The weakness of this 
stage is the protection of the established identity at all 
costs. The self-made individual is reluctant to self- 
examine, to question her own belief system or reflect 
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critically on her convictions; the newly found self lacks a 
vantage point from which to become self-critical. 
A recent column by a New York Times writer provides, 
inadvertently, a clear depiction of the transition from the 
Interpersonal to the Institutional stage. Ms. Quindlen 
moves from being defined by her father's expectations ("my 
own splayed reflection in the lenses of his glasses") to an 
identity which is self-generated ("his expectation for me 
had become my own and I stopped valuing myself by how my 
father valued me.") The full article is contained in the 
appendix. 
The Inter-Individual Stage. Kegan's highest stage of 
development is also referred to as the "Post-Institutional". 
At this stage, the hard-won independence of the 
Institutional stage incorporates a psychology of inclusion 
without sacrifice of autonomy. The self moves beyond itself 
and opens up to the possibilities of a healthy but self¬ 
preserving intimacy, intertwining with the "other" and 
ideals outside the self without becoming submerged by them, 
or immersed in them. 
The self at this stage is located in a "culture of 
intimacy", allowing for growth in the capacity for mature 
love in the personal realm as well as interdependence and 
collaboration in the work realm. The self at this stage can 
take itself fully as an object of critical reflection, 
allowing for transformational development, through the 
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throwing off of old values found inadequate in the face of 
newly discovered, more adequate ones. 
Measuring Kegan Stage Functioning. Kegan and his 
associates have developed an interview protocol for 
measuring stage functioning, The Subiect-Obiect Interview, 
consisting of an hour-long, semi-clinical interview build 
around "probe" questions that elicit the subject's 
experience with and construction of a variety of life 
events. That material is then assessed for patterns in the 
"principles of meaning coherence" across the responses. 
While the S-0 Interview has not yet been subjected to 
the volume of reliable and validity studies applied to the 
Loevinger protocol, the several studies that have tested 
inter-rater reliability and construct validity have been 
supportive (Lahey et al., 1987). 
A Medley of Prominent Theories Regarding Key 
Managerial Skills 
A building-block in the argument that the acquisition 
of key managerial skills is predicated upon stage-related 
functioning in adult development is the specification of 
those skills, along with supporting authority. This is not 
a straight-forward task, as hundreds of volumes, both 
scholarly and popular, have addressed just this question, 
with results that often appear fugitive and evanescent. 
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Nonetheless, some enumeration of core skills and capacities 
is essential to the research to be undertaken. 
Accordingly, the next section of this proposal will 
summarize a medley of distinguished and widely adopted 
models of managerial acumen, including some classic 
adumbrations along with more recent work. Inevitably, there 
is some subjectivity in this selection, but they are all 
works which are widely cited and stand out from the larger 
literature. 
In an article published in the Harvard Business Review 
in 1955, entitled Skills of an Effective Administrator. 
Robert L. Katz, then a professor in the graduate school of 
business at Dartmouth College, presented his triad of skills 
needed by effective managers. Its subsequent influence can 
be measured in a variety of ways: 1) the article has become 
listed as a Harvard Business Review "Classic" (an honor 
conferred on very few such publications) due to the 
persistent high volume of requests for reprints; 2) in the 
latest edition of what may be the leading management text - 
Hersey and Blanchard's (1982) Management of Organizational 
Behavior - it is identified as the classic conceptualization 
of management skill; 3) in a 1989 Jossey-Bass publication, 
entitled Great Ideas in Management (Duncan, 1989), the Katz 
article is recognized as a "popular and long-lasting" 
description of essential management skills. All of these 
attest to Katz's seminal influence in theory-building 
regarding managerial skills. 
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Katz's theory has one additional, significant virtue - 
it is one of the few taxonomies of managerial skills that 
attempts to be generic and universal. That is, the theory 
sets forth the three essential capacities from which all 
specific managerial skills are drawn. Unlike other theories 
which acknowledge that they are isolating key skills from a 
longer inventory of important skills, Katz's work attempts 
to identify those super-ordinate skills which underlie all 
specific managerial capabilities. In this respect, Katz is 
offering a kind of "deep structure" or general theory for 
managerial competencies. 
Katz's Triad of Skills 
At the time Katz published his seminal article, the 
trend in management theory was directed toward attempting to 
identify the traits or personal qualities that characterized 
successful executives. Traits such as physical energy, 
friendliness, or intelligence were thought to explain 
managerial competence. These qualities were seen as inborn 
and not developable through training. Executive recruitment 
involved finding and hiring those who possessed these traits 
(Hersey and Blanchard, 1982). 
Katz's theory was a reaction against the trait 
approach. The research on traits had resulted in no 
consistent findings. Successful managers had a mixed bag of 
qualities without sharing any consistent core. In this face 
of this empirical failure, Katz proposed turning the focus 
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on observable skills - on what successful managers could ^ 
rather than what they were . A skills approach would 
emphasize abilities that managers exhibited in carrying out 
their jobs effectively. In this context, a "skill" is 
defined by Katz as "an ability which can be developed, not 
necessarily inborn, and which is manifested in performance, 
not merely in potential", as an "ability to translate 
knowledge into action" (1955, p. 34 & 37). 
Katz identifies the three essential generic skills as 
technical. human. and conceptual. A brief description of 
each follows: 
Technical skills involve discipline-specific or 
professional knowledge. It involves specialized 
expertise and a facility with the "tools and 
techniques" of a particular discipline; 
Human skills involve the ability to work effectively as 
a member of a group and to build cooperative 
relationships among subordinates and is demonstrated in 
high levels of self-awareness and accurate perceptions 
of others; 
Conceptual skills involve the ability to see an 
organization as a collection of subsystems which are 
interdependent as well as the capacity to envision the 
relationship between an organization and its external 
environment. 
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In elaborating on each of these three areas, Katz gives 
the least attention to the technical area, which he believes 
is adequately addressed in traditional curricula for 
managers and therefore does not require further development. 
Regarding human skills, Katz suggests that the manager 
with high-level skills in this area will be distinguished by 
his insight into his own attitudes, beliefs, and assumptions 
about other individuals at that same time that he can 
perceive those held by others. He will be open to opinions 
which vary from his own and indeed fosters an atmosphere 
where people are comfortable raising disagreements and where 
they are invited into the policy development process. He 
will be able to communicate clearly with staff and sense 
their likely or actual reactions to his actions. The high 
human skills manager will be able to self-monitor his own 
feelings and opinions, be open to re-evaluating and altering 
them when warranted, and convey his insights to others. 
Regarding conceptual skills, Katz suggest that the 
manager with high level skills in this area will be able to 
"see the enterprise" as a whole; to have what Alfred North 
Whitehead (1929) referred to as an "eye for the whole 
chessboard", appreciating how the component parts of an 
organization interact and affect each other. Having high 
conceptual skills entails the capacity to visualize or 
project the future development of the environment relevant 
to an organization and to have an anticipatory sense of ways 
to lead an organization into the likely future, coordinating 
32 
the change process for the various parts of the enterprise. 
A manager with high level conceptual skills will be able to 
identify the underlying forces operating in a given complex 
situation and envision the impact of any specific course of 
‘ action on the organization and the significant actors in its 
environment. 
Support from Other Theorists for Katz's Model 
Among the most prolific of management theorists in 
recent times is Peter Drucker, often referred to as the 
"founding father" of the science of management. Throughout 
Drucker's over twenty books on management are many echoes of 
the essential points set forth by Katz. 
With respect to human skills, Drucker, in Management: 
Task, Responsibilities. Practices (1973) emphasizes the need 
for successful managers to create an atmosphere where 
dissent is encouraged. Effective decisions grow out of the 
"clash and conflict of divergent opinions and out of the 
serious consideration of competing alternatives" (p. 471). 
The decision-making process is meant to be open ended, with 
the opinions of many people being sought. Managers are 
encouraged to be suspicious of the absence of disagreement. 
Dissent prevents stagnation, group-think, and overly 
routinized decision making. 
The effective manager Drucker maintains, is always 
publicly testing opinions - his own and others - against 
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reality, the objective evidence. Rather than making key 
decisions by acclamation or through the exercise of position 
power, the successful manager conducts an open inquiry about 
which evidence could be seen as confirming or refuting the 
advisability of course of action. Participants in the 
process are encouraged to surface all arguments relevant to 
the decision in a kind of full-throated exchange. 
Drucker stresses the manager's need to understand other 
people's reality, to appreciate that decisions are made in 
the context of a perceptual frame that may vary from the 
manager's. "Perception has primacy rather than information" 
(p. 489). The effective manager is always looking to take 
the perspective of others in order to understand their 
approach to a decision or dilemma. He will also recognize 
that his own perceptual schema both channels and distorts 
and, in seeing this, he is able to move beyond these 
limitations. The "classic formula" for managers is to start 
with what subordinates want to know and are interested in, 
with what they perceive, rather than emphasizing the 
manager's views. 
Regarding conceptual skills, Drucker identifies as the 
"fundamental insight underlying all management science" the 
realization that all organizations are systems characterized 
by interdependence among subsystems as well as among one 
system and others in the environment of an organization. 
The effective manager will understand that it is impossible 
to make a change in one part of the organization without 
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affecting the delicate interplay of forces in the system of 
overall. He will also see the organization exists in an 
"economic and social ecology of great complexity" (p. 5ii). 
Chris Agryis of the Harvard Business School and Donald 
Schon of MIT have both separately and jointly produced a 
highly respected body of research on the qualities of 
successful administrators. At the core of their work is dual 
model of professional practice, which they refer to as 
"Model I" and "Model II." 
Model I, the style common among ineffective managers, 
is characterized by unilateral, non-participatory decision 
making, a competitive approach toward working relationships, 
the suppression of any critical opinion, and a blindness to 
the emotional dimensions of organizational life. Feedback 
from staff is neither valued or invited and the assumptions 
underlying key decisions or policy are not publicly 
examined. A Model I manager ignores the interpersonal 
domain, focuses on task, and seeks to maintain control 
(Argyris and Schon, 1974). 
The Model II manager encourages input on decisions, 
seeks to get staff to "buy-in" to policy through the open 
exchange of views and the public testing of ideas and 
opinions. The emphasis is on teamwork and collaboration and 
creating a "psychological climate of safety for 
experimentation" (p. 100.). The Model II managers seeks to 
get inside the experiential world of his colleagues in order 
to understand their perspective and is willing to be both 
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committed to his own while ready, when persuaded, to abandon 
it. 
This notion of understanding others schema is further 
developed by Schon in The Reflective Practitioner (1983) in 
* which he conceptualizes (in language which we will see as 
echoing the "terms of art" of the cognitive 
developmentalists) of staff as "framing" or "constructing" 
their work-related realities and becoming "selectively 
inattentive" to disconfirming or dissonant experiences. 
Schon (1987), in a later work, refers to the work of 
philosopher Nelson Goodman in naming this constructive 
process as "worldmaking" (p. 4). 
According to Schon, effective managers must become 
aware of their own frames and those of others if they are 
not to be conceptually imprisoned by them. If managers do 
not "attend to the way in which they construct reality" 
(1983, p. 310), they will not be able to choose among 
competing frames or understand the frames employed by 
others. 
In a summary reminiscent of Katz's model, Argyris 
(1991) summarizes his view of managerial skills: "People 
must combine technical expertise, with ability to work 
effectively in teams, form productive relationships, and 
critically reflect on and change organizational practices 
(p. 100). 
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Research Applying a Developmental Perspective to Managerial 
Skills 
It appears that all of the research and writing 
•exploring the implications of developmental theory for 
management behavior has been done since 1980. Given that 
constructive-developmental theories of adulthood are not yet 
twenty-five years old (Kohlberg's path-breaking theory of 
moral development in adults having been published first in 
1969), the relative youth of this line of inquiry is not 
surprising. 
Such work as has been done sorts easily into two 
groups: those studies based on Loevinger's scheme and those 
based on Kegan's. Loevinger's theory has been more 
extensively utilized in this fashion; efforts with Kegan's 
theory are few and very preliminary. 
Loevinqer-based Studies 
Unarguably the leading theoretician of developmental 
approaches to management is William Torbert of the Boston 
College School of Management. In two of his books, Managina 
the Corporate Dream (1987) and The Power of Balance (1991), 
Torbert advances the notion that Loevinger's stages of 
development have compelling explanatory power in 
understanding managerial expertise. 
Torbert reckons that the psychological theories of 
adult development have been "the must fruitful branch of 
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psychological research (in) this century" (1987, p. 226) . 
He clearly embraces the developmental paradigm, accepting 
Loevinger's stages as valid and predictive of important 
differences in individual management styles. 
In his mainly theoretical writings, Torbert re-names 
most of the Loevinger stages, giving them each a label that 
reflects more of how he sees stage-related behavior 
manifesting itself in the domain of management. The 
following list includes most of the Loevinger levels paired 
with Torbert's labels: 
Self-Protective."Opportunist" 
Conformist."Diplomat" 
Conformist/Conscientious."Technician" 
Conscientious."Achiever" 
Autonomous."Strategists" 
Integrated."Magician" 
Torbert delineates in detail the management style that 
corresponds to each his types, drawing directly on 
Loevinger's conceptual foundation: 
The Opportunist as manager acts out of a "dog-eat-dog", 
"one-against-all" perspective, with a polished yet 
manipulative approach to achieving goals and working with 
others; 
The Diplomat, a stage common among new and lower level 
managers, according to Torbert, is sensitive to the 
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predilections of her colleagues and subordinates which she 
learns to balance and mediate along with their own. 
Adherence to group norms and the promotion of group loyalty 
and harmony are paramount concerns. 
The Technician characteristically moves beyond group 
norms to adopt an externally developed system or set of 
standards that are then internalized as an ideal source of 
goals and objectives. Examples of such an "objective" guide 
are the military code, professional guidelines, or company 
policy. In Torbert's experience, the largest percentage of 
managers are located at this stage. 
The Achiever as manager develops her own system and 
enunciates personal goals, privately generated. She moves 
beyond convention and the status quo, seeks feedback on her 
performance and can appreciate multiple perspectives on a 
problem. 
The Strategist, a rare stage in Torbert's experience, 
actively manipulates diverse frames of reference, embracing 
relativity and contextual validity, and delights in 
"paradoxes, anomalies, and unique events" (p. 143). 
Magicians as managers seem to exist only in theory. 
They are dialectical in their reasoning processes and 
change-oriented. They embrace continuity and transformation 
simultaneously, speak a common language while understanding 
many, and possess a strong center of gravity while always 
seeking self-renewal. 
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Torbert extols the virtues of managers at the higher 
stages but argues the situational thesis that each type of 
manager can succeed in the right organizational context. 
Managerial effectiveness, in his view, will depend upon 
understanding the frames of reference of others (their 
meaning-making systems), addressing each in its native 
terms, while challenging all to develop further. 
Torbert's reliance on Loevinger is total but it should 
be noted that he acknowledges Kegan's work and its influence 
on his thinking, although this is never developed in his 
writing. Torbert's debt to Kegan is obvious in the 
nomenclature embedded in the following passage from Managing 
the Corporate Dream; 
As already indicated, . each stage 
(of management) is characterized by the 
"logic" that controls it, the logic to which 
it is subject. In each transformation to a 
later stage, what was subiect becomes obiect. 
The world-view or logic that the person was 
controlled by becomes a variable or capacity 
that the person has control of. Thus, 
managers at later stages of development can 
understand the logic at earlier stages 
(though in the press of business they may not 
pause to do so). On the other hand, managers 
at earlier stages tend to reinterpret later 
stage logics and actions into their own terms 
(sometimes concluding that such actions are 
"unrealistic" or "don't make sense"). (p. 
214) 
Managing the Corporate Dream and The Power of Balance 
are largely theoretical exercises, with scant reference to 
data gathering except for anecdotal accounts drawn from what 
appear to be consulting experiences. In concert with 
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colleagues, however, Torbert has done some empirical work 
with his theory which we will turn to at this point. 
Fisher, Merron and Torbert (1987). Torbert and his 
colleagues undertook a study on the relationship between 
'"meaning-making" and management. The study was designed to 
test whether there was a correlation between the 
developmental stage of a manager and her manifestation of 
two qualities associated with effective managers - 
flexible problem solving skills and collaborativeness. 
These two skills were drawn from the model of effective 
management developed by Argyris and Schon (1974), described 
in an earlier section of this proposal. The researchers 
hypothesized that higher level functioning on Loevinger's 
scale would correlate with better performance on the two 
measures of managerial skill. 
The 49 subjects involved in the study included 29 men 
and 20 women, with an average age of 31, all holding full¬ 
time managerial and staff jobs, with an average of seven 
years of full-time work experience. Forty-four of the 
subjects either possessed an MBA or were working toward one. 
Each subject was rated for stage level through the 
administration of Loevinger's Sentence Completion Test 
(SCT), with the resulting distribution of scores: 
Conformist/Conscientious ("Technician") = 26%, 
Conscientious ("Achiever") = 40%, Conscientious/Autonomous 
("Relativist") = 20%, and Autonomous ("Strategist") = 14%. 
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The skills of problem-solving and collaborativeness 
were tested through the administration of the "Consolidated 
In-Basket Test", developed by the Educational Testing 
Service, which is designed to assess flexibility and 
creativity in addressing typical problems faced by managers 
and the degree to which they seek input from others in 
fashioning solutions to organizational problems. 
The results, arrived at through analysis of co- 
variance, with "flexible problem solving" and 
"collaborativeness" as dependent variables and developmental 
stage as the independent variable, yielded the predicted 
results. Developmental level correlated with the expression 
of these skills, reaching high significance on the first 
(p. <005) and marginal significance (p.<09) on the second. 
Fisher and Torbert (1991). Fisher and Torbert later 
undertook a related study, employing 17 managers as 
subjects. The purpose of the study was, again, to 
investigate the correlation between developmental level and 
managerial behavior. Specifically, they hypothesized that 
managers at different developmental stages would exhibit 
significantly different "approaches" to three important 
areas of managerial involvement: Leadership of 
subordinates, relationships with superiors, and self- 
initiated action plans. 
The sample of seventeen included 9 men and 8 women, all 
of whom held gradate degrees, including 15 MBA's with an 
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average age of 36, with a median of ten years of full-time 
work experience. 
For the purpose of analysis, the subjects were divided 
into Autonomous ("Strategist") and Pre-Autonomous 
categories. Subjects completed the SCT; 10 were scored at 
the Autonomous stage, 5 at the Conscientious ("Achiever") 
and 2 at the Conformist/Conscentious ("Technician") stage. 
The sample also underwent semi-structured interviews, 
where each subject was asked a series of open-ended 
questions regarding significant experiences at work. The 
transcripts of these interviews were then assessed for 
patterned responses with respect to the three focal 
management areas. Findings indicated that there were 
substantial differences amongst the two developmental 
categories across all three focal areas. Strategists tended 
much more so than Pre-Strategists to 1.) appreciate and 
incorporate subordinates' views; 2.) take principled stands 
with superiors and attempt to influence organizational 
goals; 3.) alter self-made plans in the face of negative 
experiences or critical feedback from others, while 
incorporating diverse views in re-designing goals. 
Weathersbv (1993). More recently, Rita Weathersby of 
the University of New Hampshire's School of Business, 
pursued a similar line of research in a cross-cultural 
context. Weathersby conducted a leadership development 
program for 44 private and public sector managers in Sri 
Lanka, including 38 men and six women, ranging in age from 
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late 20's to mid 50's. Content for the course consisted of 
models of management and leadership emphasizing teamwork, 
participatory decision making, and the delegation of control 
and authority, concepts drawn from Bradford and Cohen's 
(1984) "Manager-as-Developer" model. 
Weathersby hypothesized that the acquisition and 
expression of these abilities would be linked to 
developmental stage and would be commonly found among 
managers scored at the higher levels on the Loevinger scale. 
In addition, the course was designed as a developmental 
intervention, aimed at producing some forward movement in 
stage functioning as a result of completion of the program. 
To determine developmental stage, subjects completed 
the SCT. For assessment of their managerial orientation, 
they were assigned a lengthy paper in which they were asked 
to set forth their philosophy of management, which underwent 
a content analysis. 
The Ski Lankan managers scored higher on the Loevinger 
scale than did American managers, when tested. Fully 23% of 
the sample scored at the Autonomous ("Strategist") stage, 
which is over twice the average reported by Torbert (1991) 
in his studies. In addition, Weathersby made two principal 
findings: first, as Loevinger stage increased, so did 
commitment to her chosen criteria of management acumen and, 
secondly, one-third of the sample showed developmental 
movement at the conclusion of the program. 
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Kegan-based Studies 
Kegan and Colleagues. Though neither as extensive nor 
as empirically grounded as that related to Loevinger, some 
work has been done linking Kegan's stage theory with the 
management domain. The first such effort involved Kegan and 
Lahey (1984) in a study of the relationship between adult 
development and leadership. 
Kegan and Lahey maintain that any adult filling a 
leadership role will construct and act out that role in a 
manner consistent with her corresponding level of meaning¬ 
making. Through an examination of three such roles 
(parent, principal, politician) and drawing on their own 
clinical experience, Kegan and Lahey advance two related 
propositions. They assert that leadership positions make 
specific epistemological demands which will not be 
successfully met except by those whose stage-related 
functioning correlates with those demands. For example, the 
need for a parent to set and consistently enforce behavioral 
standards for their children implies functioning at the 
least the Institutional stage, if the expression of that 
authority is not to be compromised by the occasional 
disfavor into which parents who are consistent will fall, 
something to which an Interpersonal parent would be 
vulnerable. As an illustration of the principle that each 
stage has virtues along with potential weak spots. 
Institutional parents may become to wedded to their rules. 
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unable to make exceptions where circumstances clearly 
warrant it. 
Secondly, Kegan and Lahey advanced a notion that I will 
refer to as "stage interactiveness". This is the notion 
that the exercise of leadership is mediated by both the 
leader's stage as well as the follower's stage. For 
example, drawing on an illustration used in the article, a 
school principal operating out of an Institutional stage of 
meaning-making may have her intent misunderstood or 
retranslated by a teacher embedded in the Interpersonal 
stage. 
Kegan and Lahey concluded that effective managers will 
both accurately discern the developmental level of their 
subordinates as well as appeal, at least initially, to their 
respective meaning-making systems in explaining and 
garnering support for their agenda. 
Kegan and several colleagues (1993) revisited this 
identical thesis in a recent conference paper on the topic 
of "coping" in adulthood. Success in coping with the 
characteristic tasks and challenges of adulthood will 
depend, they argued, on the "fit" between the 
epistemological demands inherent in those tasks and the 
developmental level of the adult facing them. Effective 
coping is the result of a degree of congruence between 
demands and functioning. 
Kuhnert and Lewis (1987). Kuhnert and Lewis, two 
Auburn University researchers, have written a theoretical 
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elaboration of the likely correspondence between managerial 
style and the middle three of Kegan's stages. The following 
is a synopsis of those correspondences: 
The Imperial manager, according to Kuhnert and Lewis, 
will characteristically set goals and objectives that serve 
individual and often selfish ends and then attempt to 
exploit others to achieve those ends. Notions of teamwork, 
mutuality, and a win-win philosophy, if evidenced at all, 
will receive only superficial or disingenuous support, 
since the epistemological demands of an authentic commitment 
to these goals cannot be met at the Imperial stage; 
The Interpersonal manager tempers pursuit of her own 
agenda in the light of the feelings and wishes of others. 
Such a leader can evince trust and mutuality, as for the 
first time the perspective of others is appreciated and 
internalized. A manager at this stage can sacrifice 
elements of a personal agenda in order to maintain positive 
group relations and mutual regard; 
The Institutional manager is less concerned with 
obtaining the favorable opinion of others and more 
interested in fidelity to organizational missions and goals, 
as well as internal values and standards. Personal 
loyalties and associations can be over-ridden when a larger 
purpose requires it. 
Kuhnert and Lewis argue that a developmental paradigm 
for managerial behavior leads to the hopeful view that 
managers can be developed beyond their current levels of 
functioning and become more effective in the process. The 
skills of management are seen as dynamic and evolutionary, 
rather than inborn or either "there" or "not there". Even 
so, they recommend consideration of using stage assessment 
as an element of executive recruitment. 
Kuhnert and Lewis conclude by raising what they see as 
critical questions for future research, including studies of 
whether development in Kegan terms can be fostered by design 
and whether organizations are best served by congruence or 
disparity in the comparison between manager and subordinate 
developmental levels. 
Souvaine, Lahev, & Kegan (199 0) . In their 1989 article 
"Life After Formal Operations: Implications for a Psychology 
of Self", Kegan and two of his colleagues - Emily Souvaine 
and Lisa Lahey - take up the issue of stage-related 
constructions in the critical domains of "work" and "love". 
Drawing on case files from research projects undertaken 
using Kegan's protocol, the authors present "exemplars" of 
the Institutional, Transitional, and Interindividual stages. 
For example, representing the Institutional stage, we 
meet "Sam" an Editor, an accomplished professional whose 
clear, exacting standards for effective writing are a 
natural expression of his sense of himself as the originator 
of purpose, meaning, and evaluation. Sam's colleagues 
respect his expertise, but bridle under his strict and 
unilateral definition of "good work". Once again, we see 
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the elements of stage-functioning constituting, as it were, 
both a blessing and a curse. 
We also encounter "Susan" whose clearly developed sense 
of self allows her to respect her partner's autonomy fully 
but seems to make her incapable of viewing her own sense of 
self as a "work in progress", wherein the values and goals 
of others can be not only respected but reflected upon and 
incorporated into a broader, more diverse self. 
The authors provide similar examples of work and 
relationship related constructions of self for higher stage 
positions. In general, to different degrees at both the 
Transitional (4+) and Interindividual (5) stages, 
"perspectives can be included and welcomed in wholly new 
ways; goals and values can be questioned; and an emphasis on 
growing and sharing can replace an investment in confirming 
and accepting the status quo" (p. 249). 
Amev (1991). In an unpublished conference paper, Amey 
(1991) examined the question of stage congruity raised by 
Kuhnert and Lewis. The study focused on the administrative 
effectiveness of academic provosts at five, small liberal 
arts colleges, as perceived by ten colleagues and 
subordinates. Amey administered Subject-Object interviews 
to each provost, colleague, and subordinate, hypothesizing 
that any significant disparity in stage between provost and 
the others would lead to a diminished perception of 
effectiveness. 
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The results emerged in the predicted direction. Amey 
found that provosts whose developmental level differed 
markedly from their colleagues and subordinates were 
typically perceived as less effective than those provosts 
whose level more nearly coincided with that of the others. 
Amey also found that provosts functioning at higher levels 
than others could be perceived as effective if they 
consciously employed strategies of communication and 
influence that were aligned with the modal developmental 
level among the colleagues and subordinates. 
Wilfred Drath (1993), In a monograph written for the 
Center for Creative Leadership, Wilfred Drath (1993) argues 
that the strengths and weaknesses of modern managers can be 
usefully understood as a function of developmental 
capacities and limitations. More particularly, Drath argues 
that the wide-spread contemporary call for "empowering" 
managers is simultaneously a call for a level of 
epistemological functioning, in Kegan terms, beyond the 
Institutional. 
Relying on research conducted by Torbert (1991) , 
Drath's position is that most managers do not develop beyond 
the Institutional stage and therefore develop predictable 
weakness when called upon to "empower" others. True 
empowerment, Drath maintains, calls for openness, 
ideological flexibility, and an orientation to the clash of 
multiple perspectives that can be profoundly uncomfortable 
for the Institutional manager, whose "ideological devotion 
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to the cause of (her own) identify would result in marked 
difficulty in appreciating the ideas and feelings of others" 
(p. 24). 
Drath calls for the adoption of a developmental 
perspective in the training of managers, and the cultivation 
of a development-enhancing organizational climate, one 
capable of spurring managers beyond the Institutional stage. 
Drath suggests that the features of such a climate might be 
the following: 
"shared and open discourse on mission and goals; 
personal openness and interpersonal discourse far 
beyond what is currently assumed to be required in 
working relationships; and a shared and 
collaboratively derived understanding of the 
sociohistorical context of the organization that 
would lead to informed decision making" (p. 28). 
Kegan (1994). As this dissertation was being written, 
Kegan published his second major book In Over Our Heads: The 
Mental Demands of Modern Life (1994) - written more for a 
general, though well educated, audience than The Evolving 
Self (1982). This latest book examines the implications of 
his theory and related research for successful coping with 
the stresses and challenges of contemporary life. 
It is the central concept of In Over Our Heads that the 
demands of modern life can be understood as a kind of broad 
curricula, to which adults must attend and which they must 
aim to master if they wish to be successful. Through 
examination of the key literature in such domains as 
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parenting, working and teaching, Kegan discerns a set of 
uniform and consistent claims on adult minds for certain 
"way of knowing" or "consciousness levels". Kegan further 
finds that cognitive capacities called for in the canonical 
literature across domains is consistent with his 
Institutional stage, the hallmarks of which are an 
autonomous, self authored, and self-regulating self. 
Having determined that the contemporary American 
cultures "pulls for" Institutional functioning, Kegan 
reveals that the several studies undertaken using his 
protocol for determining stage functioning suggest that 
somewhere between one-half to two-thirds of educated adults 
do not reach the Institutional stages. 
Consequently, there is in our world a serious mismatch 
between the cultural curricula and the mental capacities 
brought to bear on that curricula. As Kegan suggests, "It 
is here, in the gap between demand and capacity, that we 
begin to get a clear idea of the mental burden of modern 
life" (p. 197). 
What are to make of this incongruence? Kegan advises 
first that we recognize the nature of the problem by taking 
on the developmental template as a heuristic device in 
understanding successful coping. Thereafter, he admonishes 
our culture's various arbiters to step back from what may be 
the frontiers of cultural consciousness in post-modern life, 
however attractive they may be to the budding 
Interindividualist, and instead commit to working with the 
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majority of adults for whom the "central curriculum 
focus...is still that of mastering the fourth order of 
consciousness" (p. 350), synonymous with the Institutional 
stage. 
Kegan's specific intentions for how his insights can be 
built upon can be seen in his chapter on "Learning". Most 
students of higher education, he suggests, will be embedded 
in the Interpersonal stage and, accordingly, be too 
susceptible to easy socialization into the core set of 
beliefs or the accumulated wisdom of any particular 
discipline. Yet, in the education of adults, young and old, 
in contemporary America, there is a passionate striving 
after the idea of the "self-directed learner". Kegan would 
first have us understand that self-directed learning is 
best understood not as a skill but as an embodiment of a 
"qualitative" order of mental complexity that he would 
associate with the Institutional stage. 
In the face of this mismatch between capacity and 
demand, Kegan worries that some teachers will choose to work 
with students-as-they-find-them, reconciling themselves to 
the idea of education as socialization into a set of ideas. 
Instead, true teachers should see their task as fostering 
development -through a judicious mixture of challenge and 
support - toward the Institutional stage, an appropriate 
epistemological setting for "self-directed learning". 
Kegan recognizes a second type of problem, wherein a 
teacher's level of functioning is beyond the Institutional 
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and it is to her own "cutting edge" that her teaching is 
directed. For example, some of the more avant-garde 
disciplinary theories (e.g., "deconstruction") may be 
"pitched to a range that is out of the hearing of most 
students" (p. 292). Here, Kegan suggests that the good 
teacher's task is to put aside her pet interests and 
"support people's moves to places we (higher educators) 
ourselves have already been" and to subordinate individual 
agenda in the interest of being "good company on the path to 
fresh discoveries no longer fresh to us" (p 292- 293). 
In this example of the generative teacher, we can see 
the essential task for all cultural leaders who take Kegan's 
findings to heart - that is, to first understand how a 
culture's demands can often frustrate a majority of its 
constituents and then to build consciousness bridges from 
where people are to where they can and must be for mastery 
of life's multiple tasks. 
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CHAPTER 3 
RESEARCH DESIGN 
Purpose of Study 
While some interesting beginnings have been made by 
researchers exploring links between developmental stage and 
managerial-leadership theory, such efforts are still in 
their "first generation". Studies employing Kegan's theory 
have been the most preliminary, in terms of number and depth 
of research. The study proposed here intends to both fill 
some gaps and address some limitations in the studies to 
date as well as build on those initial findings. In 
particular, this study aims at extending the Kegan-based 
research by giving some empirical support to what often has 
been a purely theoretical argument. 
As we have seen, comparatively little empirical work 
has been done, using Kegan's theory, to support the 
existence of patterned, stage-related expressions of 
managerial style. In the Kuhnert and Lewis study (1987), 
the researchers made some logical proposals about how 
managers at three of Kegan's stages would think and act in 
their role, but this was an essentially speculative exercise 
wherein a plausible extrapolation was made from generic 
descriptions of stage-related qualities across to behavior 
in the domain of management. While not without merit as a 
kind of exploratory exercise, this work comes dangerously 
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close to committing the intellectual sin of reification, by 
treating as "real" something for which there is only 
theoretical support. In short, those who claim Kegan stage 
will predict for managerial style have to prove it, not 
simply describe it. 
In addition to addressing the limitations in the Kegan- 
based research, the study proposed here may add, in a 
cumulative way, to the Loevinger-based studies, where 
virtually all the empirical work has been done. Kegan's 
theory is arguably the equal of Loevinger's in conceptual 
elegance and disciplinary stature and makes no lesser claim 
on researchers interested in establishing a stage-style 
connection. Loevinger and Kegan are two premier 
developmentalists and it can only reinforce the 
developmental thesis if both of their theories have strong 
predictive power for managerial style. It is also possible 
that more Kegan-based research, even though his theory 
likely taps the same cognitive "deep structure" limned by 
Loevinger, might introduce some fresh takes or new wrinkles 
on the stage-style issue. 
Specific Research Questions and Hypotheses 
This study proposes to examine the relationship between 
Kegan stage and managerial style. Specifically, I propose 
to examine two related questions: 1) In what way can one 
particular and well-regarded management model be seen as 
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having implicit developmental/ epistemological features?; 2) 
To what extent will developmental stage and management style 
correlate in a sample group of managers assessed on both 
dimensions? 
In order to address the first question, the Argyris- 
Schon model will be closely examined for its implicit 
epistemology, in a manner similar to the analysis undertaken 
by Kegan in his most recent book. I have chosen the 
Argyris-Schon model not only because of its currency in the 
management literature but also because its dichotomous 
structure (Model I vs. Model II) lends itself more readily 
to the task of scoring managers management style than do 
theories which rely on more general exposition. The skills 
and capacities central to the Argyris-Schon model will be 
explored for features or qualities that resonate with 
Kegan's description of stage-related capacities. 
Addressing the second question requires that each of 
sixteen subjects will undergo assessment for both stage- 
related functioning and management style, and any patterns 
examined. The results will either confirm or refute 
empirically any correlation between the two already 
suggested by the epistemological analysis conducted in 
connection with question one. 
It is my hypothesis that there will, indeed, be a link 
found between stage-related capacities and the skills 
underlying effective management because management styles 
are an expression of broader meaning-making systems, which 
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systems are comprehended by Kegan's theory of stage-like 
adult development. 
Research Context and Sample 
The organizational setting for this study is a state 
community corrections agency, located in the judicial branch 
of government in a mid-sized Northeastern state. The 
agency's mission involves both assisting criminal and 
juvenile courts in dispensing appropriate sentences to those 
offenders found guilty or delinquent, as well as supervising 
any offenders given conditional release to the community, in 
lieu of incarceration. 
The agency employs approximately 1,500 staff, of which 
roughly 500 are support or secretarial staff. The remainder 
are line probation officers and various supervisors and 
managers, including a central office employing twenty senior 
staff. The agency's structure is classically hierarchical, 
with each of the 100 local probation offices being managed 
by a Chief Probation Officer (CPO), who in turn reports to a 
Regional Supervisor (RS). The state is divided into six 
geographic regions and each RS reports to the Deputy 
Commissioner for Field Services, who office is in state 
headquarters. 
The overall philosophy of the agency is embodied in its 
mission statement, which, at its core, calls for the 
"promotion of law abiding behavior in the community" (Office 
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of the Commissioner of Probation, 1989, p. 1). The 
probation officer's role is seen as bifurcated: he/she must 
simultaneously enforce all court orders (e.g. victim, 
restitution, community service, curfews) while seeing that 
the offenders criminogenic needs (e.g. substance abuse 
treatment or job counseling) are being addressed. The 
probation officer is often seen, therefore, as part cop and 
part counselor, which makes role conflict a common 
occupational hazard. 
Each CPO is required to implement all agency policies, 
particularly those codified in "standards of probation 
practice", promulgated by the Commissioner of Probation and 
detailing the specific manner in which the court will be 
assisted and offenders supervised. These standards include 
such items as a classification instruments for assessment of 
all new cases, contact levels and documentation requirements 
for on-going supervision. 
The Regional Supervisors conduct office audits at 
regular intervals, which provide each office with written 
feedback on its level of performance as measured by 
compliance with existing standards. At least one full audit 
is conducted each year in each office. The RS's are also 
responsible for local training (which is supplemented by a 
full schedule of state-wide in-service training programs), 
technical assistance with any local problems, and for 
participation in personnel decisions (hirings, promotions, 
disciplinary actions, etc.) in their region. 
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The research sample was drawn from the ranks of the 100 
middle and twenty senior managers. Of the sixteen (16) 
subjects anticipated in the sample, an equal number (8) was 
drawn from each group. An effort was made to insure that 
the group reflects the age, racial and gender diversity in 
the agency, which is fairly rich due to an active 
Affirmative Action policy in the parent agency. The sample 
was limited to approximately sixteen due to the length and 
complexity of the instrument (described below) and the costs 
involved in obtaining independent scoring. 
Instrumentation 
The principal research instrument used is "The Subject- 
Object Interview, the standardized tool for determining 
level of functioning on the Kegan scale. The S-0 Interview 
is an approximately hour-long, semi-structured interview 
protocol designed by Kegan and colleagues to elicit assess 
and material reflective of the stage of an individual's 
epistemological functioning. 
The procedure involves engaging subjects in a 
discussion of a variety of life events in such a way that 
the nature of their statements will reveal the manner in 
which they organize of make meaning of their experiences. 
The subjects are prompted in their discussion through the 
use of ten cards, each of which contains a brief phrase that 
identifies a feeling or event that serves as the touchstone 
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for discussion. The ten prompts are: "anger", 
"anxious/nervous", "success", "strong stand/conviction", 
"sad", "torn", "moved/touched", "lost something", "change", 
"important to me". 
At the beginning of the interview, after the nature and 
purpose of the cards are explained, the subject is given, 
typically, 15-20 minutes to organize their thoughts on each 
topic by writing some brief notes on each card. Following 
this phase, the subject is asked to pick a card and begin 
discussing issues, events, or feelings that the topic brings 
to mind. As the interview proceeds, it is the task of the 
interviewer to display good listening skills by asking for 
clarification where needed, encouraging more elaboration 
where appropriate, and generally forming "on-the-spot" 
hypotheses about stage functioning and testing those 
hypotheses by asking what might be called a crystallizing 
question. 
The interviews are recorded and transcribed. Segments 
of the interview that appear to reveal structural material 
relevant to determining stage are identified. Commonly, 
interviews will contain 8-15 structural units or "bits". 
These units of analysis are scored as reflective of 
particular stage-related constructions (or meaning-making 
systems) and the predominance of or clustering of particular 
scores determines epistemological level. (The theory 
contains graduations between stages, leading to the 
possibility of being scored at any 20 or more levels.) 
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Interviews are generally scored by at least two researchers, 
one of whom should have been previously deemed a "reliable" 
scorer (Lahey et al., 1987). 
Reliability and Validity 
Interrater Reliability. Several doctoral dissertations 
have tested consistency in scoring among testers and the 
results have been strong and generally exceeded standards 
set by other developmental assessments. Where interrater 
agreement is defined as convergence of scores to within one 
gradation, an exacting standard, agreement levels averaging 
95% have been achieved (Lahey et al. 1987). 
Test-Retest Reliability. Lahey, one of the architects 
of the S-0 Interview conducted her own reliability test in 
this area and her results indicated that, between two 
scoring periods for the same subjects, correlations were .82 
(Spearman coefficient) and .834 (Pearson's) with 
significance on both scores at the .0001 level. Percent of 
agreement in scores within 1/5 of a stage was .81 (Lahey et 
al. , 1987) . 
Construct Validity. Lahey and her colleagues report on 
several studies that have compared score on the S-0 
Interview with scores from the same subject on tests one 
could expect were measuring similar constructs. Moderate 
positive correlations have been found between S-0 score and 
results on other structural-developmental assessments such 
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as Kohlberg's Moral Judgement Inventory, Loevinger's SCT, 
Selman's social-cognitive measure, amongst others (Lahey et 
al., 1987) . 
Research Plan 
This research effort commenced with an epistemological 
analysis of the Argyris-Schon dichotomous model of 
management style. After reviewing the manner in which Kegan 
undertook a similar task in his most recent book, the key 
elements in the Argyris-Schon model were identified and then 
subjected to analysis for implicit epistemology. If the two 
poles of their model are seen as having definite and 
distinguishable "claims on the mind" of modern managers, one 
could expect a similar pattern to emerge when a sample of 
subjects who are managers are assessed for both 
developmental stage and management style. 
Each subject was assessed for stage through use of the 
Subject-Object Interview, previously described. In this 
study, the S-0 Interview served to generate two sets of 
data. First, it generated the structural data necessary to 
establish developmental level. Secondly, it generated 
thematic material germane to determining managerial style. 
In the manual (Lahey et al., 1987) which lays out in 
detail the procedures for administering the S-0 Interview, 
the option to direct the interview toward a "particular 
context or environment, e.g. work" (p. 36) is allowed. This 
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option was exercised in this study, so that each subject was 
asked to think about, as an example, recent incidents where 
"anger" was experienced as a manager. This focus on the 
workplace allowed the interviews to be scored, in a fashion 
parallel to the stage analysis, for managerial style. The 
scale enumerated a cluster of attitudes, beliefs, and action 
that, when revealed in the interview, allowed the scorer to 
locate the subject by managerial style as well as by 
developmental level. A preponderance of statements 
emblematic of one particular style resulted in a tentative 
score. 
As the interviewer of each subject, this researcher 
augmented the questioning needed to elicit structural 
material with additional questions and probes specifically 
designed to draw out material related to the interviewee's 
approach toward management. The particular probes will 
focus on skills and tasks that Argyris and Schon, as well as 
others, identify as central to management and defining of 
style. 
Once the interviews were completed, the scoring process 
itself was divided. A "reliable scorer" on the Kegan scale 
(Dr. Stephanie Beukema) agreed to complete the structural 
scoring and determine stage level. Independent of and 
without discussion with Dr. Beukema regarding her scoring, 
this researcher completed an assessment of managerial style 
through an analysis of interview. In other words, the stage 
and style assessments were done by different scorers, (i.e.. 
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will be "blind" assessments), so as to prevent any skewing 
of scores in the predicted direction. 
From the empirical component of this study, I expected 
one of two possible outcomes: 
1. ) Managerial styles cluster by developmental stage; 
or 
2. ) There is no apparent correlation between 
management style and developmental stage. 
At the conclusion of this study, we will have provided 
some confirmation or disconfirmation for the heuristic value 
of developmental theory in understanding managerial 
behavior. If confirmed, the implication, for recruitment 
and training of managers and executives will be multiple and 
will be discussed in detail in the dissertation. 
Limitations of the Research 
There are at least two potential limitations in the 
research methodology which should be acknowledged. First, 
the sample is drawn from a single agency and therefore the 
results may be challenged as not generalizable to other 
contexts. It is true that studies restricted to one 
organization must be modest in their claims. However this 
fault is, I believe, less damaging in this particular case 
because of the specific research agenda. This study is not 
attempting to establish a modal level of functioning for 
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managers; it is not attempting to advance some thesis about 
the characteristic developmental levels found in the 
managerial ranks of public sector agencies. The prevalence 
and distribution of stage scores in one agency would 
naturally be strongly influenced by the prevailing 
recruiting and promotional practices, as well as the 
organizational climate and ethos unique to that agency. 
Instead, this study tests whether there is a consistent and 
patterned relationship between developmental stage and 
managerial style, irrespective of how stage scores are 
distributed in the research sample. Even if the agency 
under study was idiosyncratic in some way, it is not clear 
that this would skew the findings on the principal matter 
being investigated. 
The second limitation is not as easily resolved. The 
great majority of the likely subjects in this study are 
directly or indirectly under the supervision of the writer. 
This fact possibly compromises the voluntariness of the 
subjects. That is, subjects may agree to participate 
because they do not wish to be seen as uncooperative, rather 
than out of true interest. Secondly, the subjects may be 
concerned that their responses to the interview or Likert 
scale will be evaluated as to their correctness and validity 
so that their assessment score may somehow reflect poorly on 
them. 
These possibilities cannot be lightly dismissed and are 
best addressed head-on. Each potential subject was given an 
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in-depth explanation of the purpose of the study and its 
underlying rationale. It was explained that no answer is 
more correct or more supportive of agency policy than 
another, as the study is not measuring the prevalence of 
some "ideal" orientation but rather testing, as has been 
said, the correlation between two variables. For years, 
this agency has featured the theory of "situational 
leadership" (Hersey and Blanchard, 1988) as the core of its 
management training program, which made the claim that no 
one approach to management is optimal more credible. 
Pains were taken to insure that each subject is 
participating as freely as possible. Potential subjects 
were encouraged to decline if they have any reservations. 
With 100 middle managers in the agency, it should not be 
difficult to recruit 16 true volunteers. 
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CHAPTER 4 
THE EPISTEMOLOGY OF MANAGEMENT 
Uncovering Epistemological Demands 
As we have seen in the literature review, a line of 
inquiry has developed over the last decade or so that seeks 
to identify the ways in which management style can be 
related to and depend upon the attainment of constructive- 
developmental stages. While this work is preliminary, it 
offers some fresh insights on the key elements of management 
style and the attendant challenge for recruiting and 
educating effective managers. 
This theory received a considerable boost with the very 
recent publication of a new book by Robert Kegan, In Over 
Our Heads: The Mental Demands of Modern Life (1994). In 
this book, Kegan returns and elaborates on arguments 
advanced in the earlier, briefer articles, summarized above. 
Kegan revisits the theme of "epistemological demands" and 
elaborates on the ways in which contemporary culture can be 
read as making a consistent, coherent set of mental demands 
that characterize the era in which we live. Whether we 
examine the domains of partnering, parenting, teaching, or 
working in the "modernist" era (co-extensive with the 
twentieth century, roughly), Kegan suggests that our culture 
pulls for a consistent level of consciousness or 
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epistemological system that is crucial if the standard 
cultural tasks and expectations are to be successfully met. 
Kegan employs an educational metaphor to further 
explain his theory, proposing that the culture of the modern 
era be seen as a kind of "school" with a hidden "curriculum" 
that must be learned for successful coping with and mastery 
of life demands. This curriculum can be discovered through 
examination of leading cultural artifacts, especially the 
models for culturally correct behavior as enunciated by the 
culture's leading experts in the various major domains. For 
example, by examining the key theorists of effective 
parenting, we can glean a set of capacities that modern 
parents should possess and exercise. In turn, suggests 
Kegan, these demands can be analyzed for their implicit 
epistemologies, for their "claims on mind". The modernist 
era, Kegan claims, is characterized by a consistent claim 
for a consciousness threshold or meaning-making system 
located, in Kegan's theory, at the Institutional stage. 
Kegan devotes a considerable amount of attention in his 
new book to the "curriculum" of the workplace and what it 
requires epistemologically of contemporary professionals and 
managers. His own survey of leading tracts in management 
from the modern era lead to an enumeration of a list of key 
capacities, which include the following: 
1) To invent or own one's work; 
2) To be self-initiating, self-correcting, self- 
evaluating; 
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3) To be guided by one's own visions at work; 
4) To take responsibility for what happens at work 
externally and internally; 
5) To be accomplished masters of one's particular 
work roles, jobs, or careers; and 
6) To conceive of the organization from the "outside 
in," as a whole; to see one's relation to the 
whole; to see the relation of the parts to the 
whole. 
In Kegan's view, this collection of expectations from 
the modern workplace should not be superficially viewed as a 
demand for a set of behaviors or skills that can be 
inculcated but should instead be understood, in their 
aggregate, as a uniform "claim on our minds for a way of 
knowing", as a "demand for a unique capacity for 
psychological authority" (p. 185). His conclusions and the 
conceptualizations that underscore them might be better 
understood if we examine his analysis of the epistemological 
demands made by one of the requirements, that we be 
"accomplished masters of our own work" (p.l53). 
From Kegan's perspective, the challenge to master one's 
own work implies or calls for a personal epistemology that 
moves beyond an "identification with the loyalties and 
values of one's psychological surround" (p. 181); that is, a 
call for something beyond functioning at the Interpersonal 
Stage. What is required is the capacity for developing 
one's own way of approaching the job. Such mastery, argues 
Kegan, will necessarily call for a moving away from lessons 
learned from valued mentors/superiors toward a personal 
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construction of the best way to approach the task of hand. 
This self-created conception of job-related competence 
constitutes mastery and betokens a meaning-making capacity 
characteristic of what has been previously described as the 
Institutional Stage. 
After examining each of these capacities in turn for 
their implicit epistemological requirements, Kegan 
recognizes them as eliciting "what seems to be a single, 
common, unrecognized claim on the minds of most contemporary 
adults for the degree of psychological authority described 
by the fourth order Institutional Stage" (p. 185). 
Kegan also addresses the "frontiers" of knowledge in 
each of the major domain and discovers a similar consistency 
in epistemological demands, calibrated to a higher stage of 
functioning. In the domain of management, Kegan invokes 
the work of two leading theoreticians of leadership, Ronald 
Heifetz and Riley Snider (1988), as examples of what the 
culture's "growing edge" requires. Heifetz and Snider, in a 
review of conceptions of leadership that currently dominate 
the field of management, identify capacities that mirror 
those that Kegan enunciated in his own review, which are 
redolent of the Institutional stage. However, they go on to 
propose a model of leadership that they claim is seldom 
realized but holds greater potential. Heifetz and Snider 
call for a leader whose goal is to provide a context where 
leader and follower collaboratively create a vision and 
define goals that all can subscribe to. 
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In Kegan's view, this "post-modern" conceptualization 
of leadership contains a "claim on mind" that can be 
correlated with his Interindividual stage, where adherence 
to any single form of system is transcended and the 
‘multiplicity of potential forms and systems are concurrently 
held in mind. Here, the self can regulate and manipulate 
the comparison and interaction of these multiplicities from 
a personal epistemology that honors transformation rather 
than formation. 
Kegan fills out his temporal framework by casting back 
to an earlier cultural era which he refers to as 
"traditionalism". The traditional era called, in Kegan's 
view, for a complexity of mind that was geared toward the 
adoption of and socialization in the dominant values of the 
social surround. It was an era that rewarded conformity, 
adherence to custom and established practice and did not 
prize the cultivation of free, autonomous thinking and an 
independent, self-generated development of values, ideas and 
codes of conduct. According to this model, the 
"traditionalist's" virtue was her susceptibility to being 
well socialized; she would stand with the crowd and not on 
her own, unlike the modernist in Kegan's scheme. 
What demands did the work world of the traditional era 
make on its workers? Kegan suggests the mental demands of 
the traditional workplace were characterized by the 
following: 
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-See work as owned and created by employer; 
-Depend on others to frame problems, initiate 
adjustments, and determine whether things are going 
acceptably well; 
-Be without a vision or be captive of the employer's 
agenda; 
-See present internal circumstances and future external 
possibilities as caused by someone else; 
-Have an apprenticing or imitating relationship to what 
we do ; 
-See the rest of the organization and its parts only 
from perspective of own part (p. 302). 
Embedded in these requirements Kegan sees a case for 
the capacity of mind which are the hallmarks of his 
Interpersonal stage. These six defining requirements of 
work in the traditional era are well matched with and call 
on meaning-making system which orients to internalizing and 
identifying with one's social surround, adopting values 
enunciated by key authority figures - an order of 
consciousness wherein what one is told she should want or 
value becomes uncritically what one does want and value. 
The dilemma of modern life - its mental burdens - grow 
out of the incongruence between a majority of adults, who 
are still constructing meaning out of an Interpersonal 
system, and a culture whose predominant demands are for 
capacities of mind characteristic of nothing less than the 
Institutional stage. Consequently, as parents, partners, 
and workers, we are often "in over our heads". 
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Epistemological Demands of Arovris-Schon Model 
This study aims at building on Kegan's line of inquiry 
and its key premises through studying a sample of 
representative managers in a mid-sized state correctional 
agency. The first premise to be examined is that which 
holds that dominant theories of effective management style 
contain implicit epistemological requirements - threshold 
levels of meaning-making - that can be closely correlated 
with the structural features of Kegan stages. In this case, 
a single well-known and widely researched model for 
effective management, that was developed by Chris Argyris of 
Harvard Business School and Donald Schon of M.I.T., will be 
examined for its possible implications for stage-related 
properties. Once the Argyris-Schon model is examined in 
the light of Kegan's theory, I will then proceed to a 
presentation of the empirical findings, which explore the 
relationship between subjects' management style and their 
developmental stage. In sum, I hope to make the case for 
two mutually reinforcing propositions: 1) capacities 
underlying managerial effectiveness have significant 
developmental properties, and 2) cognitive development stage 
(in this case, Kegan stage) is significantly correlated with 
management style. 
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Key Elements in Arcrvris-Schon Model 
An epistemological analysis of a management model can 
only begin once the key features of such a model are 
delineated. Before that analysis begins, a general 
observation about the relationship between Kegan's theory 
and that of Argyris and Schon might be illuminating. Kegan, 
as a neo-Piagetian, reminds his readers of his adherence to 
the principle that development encompasses both cognitive 
and emotional experience, referring to the following passage 
from Piaget (as quoted in Kegan, Noam. & Rogers, 1982): 
There are not two developments, one 
cognitive and the other affective, two 
separate psychic functions, nor are 
there two kinds of objects: all objects 
are simultaneously cognitive and 
affective. 
It is crucial to Kegan's theory that cognition and 
affect not be shown as separable or as one governing the 
other but as both subordinate to a more global process. 
We can see a clear endorsement of this overarching 
premise by Argyris-Schon in the following passage: 
We regard conventional separation of ideas, 
feelings, and behavior as inappropriate. 
Ideas tend to be feeling-laden, feelings have 
both cognitive and behavioral correlates, and 
behavior is based on both rational ideas and 
feelings (1974, p.l07). 
Although they are in no apparent way grounded in or 
informed about developmental literature, it is intriguing 
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that Argyris and Schon offer such a formulation, which 
resonates so clearly with the Piagetian perspective. 
Argyris and Schon first presented their model of 
effective professional, managerial, and administrative 
practice in their 1974 book Theory In Practice: Increasing 
Professional Effectiveness. They based their model on 
intensive work with 195 professionals, including educational 
administrators, business executives, and organizational 
development specialists. This group included a number of 
successful, experienced professionals from the United States 
and England, of which nearly half were women and one-fifth 
minority. 
Through the study of actual work experiences and 
intensive analyses of effective and ineffective strategies 
in the workplace, Argyris and Schon were able to develop two 
distinct models of managerial practice, which they labeled 
Model I and Model II. Model I represents the dominant 
practice in the work world, although it is seen as having a 
number of deficiencies in terms of generating effective 
practice. Model II leads, according to their findings, to 
much more effective practice, although it is "broadly 
espoused though infrequently realized" in organizations, a 
level of expertise that managers can " rarely expect to 
reach" (p. 85). In their consulting work, Argyris and Schon 
aim to move their management clients to more of a Model II 
way of operating. 
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Though their presentation of their model is extensive 
and multi-layered, the key elements of both models can be 
summarized by attending to the characteristic ways in which 
managers orient to three focal issues: 1) mission and goals; 
'2) evaluation/feedback, and 3) change. Each of the models 
will be examined along these three dimensions. 
Model I Manager 
1) Mission/Goals 
The Model I manager takes personal responsibility for 
defining the purpose of her unit or organization. She 
"takes charge" by taking hold of the situation and getting 
others to realize objectives as she sets them. Such a 
manager seeks to "control the task" and "render the behavior 
of others predictable" (p. 152). The emphasis is on 
unilateral development and articulation of mission and goals 
and on-going strengthening of that position. 
2) Evaluation/Feedback 
The Model I manager is invested in not being influenced 
by others. Negative or critical information is either 
denied by the manager, who is often "selectively inattentive 
to disconfirming feedback" (p. 32) or is suppressed. There 
is no public testing of assumptions or positions; new 
information is not sought out or welcomed. In a phrase 
that, as we shall see, is strikingly reminiscent of the 
Institutional stage of Kegan's theory, the system of the 
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Model I manager is "self-sealing" (p. 160), preventing any 
growth through feedback. Feedback based on emotional or 
intuitive reactions is negated. 
3) Change 
The Model I manager is continually "hammering away" at 
her position (pg. 70); she is resistant to change and 
invested in protecting her own system. Such a manager is 
closed down to reform and resistant to testing the flaws or 
inconsistencies in her system. 
Model II Manager 
1) Mission and Goals 
The Model II manager acts out of a participatory model 
of management, whereby the direction and objectives of the 
unit or organization are developed collaboratively, with 
input invited irrespective of rank or location in the 
hierarchy. Such a manager, in the view of Argyris and 
Schon, holds views but invites others into the process of 
designing a collective mission. 
2) Evaluation/Feedback 
The Model II manager invites and embraces feedback of 
all sorts. She welcomes the public expression of "feelings, 
uncertainties, and, misgivings" (p. 86). Such a manager 
does not seek to protect herself from others' reactions, and 
is "minimally defensive" (p. 91). She operates out of a 
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mode of "interdependency" (p. 90), wherein she has views but 
is equally committed to and desirous of having them 
confronted and tested in open discussions, where they can be 
explored and "risky ideas" (p. 91) can be offered. Power is 
shared and not protected. 
3) Change 
The Model II manager is continually open to the change 
that will come out of a process of continually testing and 
challenging the dominant beliefs. Since failure is readily 
and sensibly acknowledged, there are no impediments to 
routine change. On the contrary, the system contains a 
strong feedback loop, an interactive process, that fosters 
change and growth. 
Epistemological Complexity of Model I and II 
To what extent can the main features of these models be 
seen as containing claims for a specific level of mental 
complexity, for consciousness thresholds, for meaning-making 
structures as Kegan has defined them? By looking at each 
model in turn, it can be seen that there are definite and 
distinguishable, though implicit, epistemological demands 
embedded in each one. 
The Model I Manager as Epistemologist. The hallmarks of 
Kegan's Institutional stage resonate quite strongly with the 
capacities required by Model I. A manager who is called on 
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to set her own direction, for herself and on behalf of 
others, must contain a self, which is itself "a source of 
direction and value", that is "self-initiating" rather than 
dependent on others to "frame problems" {Kegan, 1994, p. 
168). The Institutional meaning-making system, as Kegan 
describes it, derives its own "sense of purpose and 
direction" (p. 234), sets its own personal standards and is 
not subject to the values which predominate in the social 
surround as the primary source of direction and personal 
authority. The Institutional self constructs points of view 
which are independent of those of others. 
We can see then how Model I's call on managers to 
construct their own, individual mission is closely tied to 
the capacity of the Institutional. The same model's 
resistance to outside evaluation on feedback is also 
consistent with this fourth order of consciousness, as Kegan 
sometimes calls the Institutional stage. As the capacities 
unique to each stage are both a blessing and a curse, so it 
is that the self-authoring quality that emerges at this 
stage is often accompanied by the less flattering tendency 
to deny or exclude negative feedback. At the Institutional 
stage, the self is newly the definer of its own 
acceptability, its own most important evaluator. Yet in 
moving away from deriving its direction from other, it 
overcompensates by becoming "sealed" (again, echoing the 
Argyris-Schon formulation) against much internal reflection 
and cannot "welcome in a relationship such reflection by 
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others" (p. 242). The self at this stage is "resistant to 
consultation and correction" (Kegan and Lahey, 1983, p. 
208); this self-system "cannot consult others about its own 
system" (Souvaine, et al, p.87, p.79) and does not "invite 
others to question its basic workings" (p. 137). As Drath 
(1983) has summarized his understanding of the properties of 
stage 4, the self in this meaning-making system "runs away 
from conflict or deals with it aggressively" (p. 18) 
(reminiscent of the "hammering away" mentioned above), has 
trouble if criticized, and has a "marked difficulty in 
appreciating the ideas and feelings of others" (p. 24). 
The Model I manager's resistance to change is also 
highly consistent with the properties of the Institutional 
stage of meaning-making. Kegan maintains that, for this 
self, "continued maintenance" (1994, p. 238) is the key 
consideration. While this perspective can take in and 
understand others perspectives, those views are typically 
over-ridden in the service of protecting and defending the 
autonomous self. 
Souvaine, Lahey, and Kegan (1990) describe this dynamic 
as follows, in a case study of a professional managing 
editor: 
Sam gives the "go-ahead" to work that conforms to 
his definition of good writing, whereas he 
evaluates negatively the writing that does not 
meet his standards. Thus, the strength of Sam's 
meaning-making lies in his capacity to see himself 
as the originator of his own meaning and purposes, 
as well as in his seeing that others are in charge 
of their own meaning and purposes. However, 
should his system be interfered with, then the 
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limits of his meaning-making would be exposed. 
For example, we can imagine that, if a writer did not 
take into account Sam's negative feedback in their 
rewrite, Sam might decide not to allow that piece to be 
published. He has his standards for what constitutes 
good writing and he will continue to apply them. To 
apply, for example, the writer's standards instead of 
his own would amount to Sam's surrendering his own 
standards and values. When the self is ultimately 
invested in maintaining itself and when a choice that 
reflects that self-system must be made (as in Sam's 
case where what is published reflects the editor as 
well as the writer), then this choice is clear - the 
self's standards must prevail. Such is the active 
defending of an institutional self. 
The Institutional manager thus generally recognizes 
alternate points of view, but cannot value or accommodate 
them when they threaten the self's own system. As Kegan, 
Noam, and Rogers (1982) suggested, the stage 4 self has 
boundaries, wishes to protect them, and is reluctant to give 
slightest control over them. As they put it, the 
Institutional self-system is "closed and autoregulative" (p. 
117) . 
In the end, the self at this stage "cannot consult 
others in ways, that could lead to modification and 
transformation" (L. Lahey, et. al 1988). 
It can be seen, then, the key features of Model I call 
on and reflect qualities closely resembling the 
epistemological hallmarks of the Institutional stage. It is 
also true, as we shall see, that they be distinguished from 
the other two major meaning-making stages found in adults 
(Interindividual or Stage 5; and Interpersonal or Stage 3) 
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which both correspond with a qualitatively different style 
of management. 
The Model II Manacrer as Epistemoloaist. In the case of 
Model II, there appear to be important reverberations with 
Kegan's stage 5 or at least with those characteristics of 
meaning-making which are beyond the 4th stage though perhaps 
not fully consolidated at the next stage. The 
Interindividual self, as Kegan and Lahey (1989) suggest, 
"doesn't need to be exclusive originator of self; others are 
invited into the process of constructing the self's system" 
(p. 216). This stage does not hold its system as ultimate, 
nor indeed is it limited to containing any one system and is 
consequently open to consulting others about theirs. The 
self that is moving beyond the Institutional stage is 
dissatisfied with the limitations of its own system; other 
perspectives are welcome, even if they cast a negative light 
on the self's own ideology which is now held only 
tentatively since the self at this stage has a "plurality of 
institutional selves", which it can regulate and compare. 
It naturally orients toward taking in other's systems and 
creating both an internal dialogue and external dialogue 
among the competing claims of these systems (Kegan, Noam, 
and Rogers, 1990), capacities for defining of the Model II 
manager. 
With respect to themes of evaluation and feedback, the 
Interindividual self "seeks contradiction in the service of 
further construction" (Kegan, 1994, p. 329). The self at 
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this stage embraces paradox and contradiction, instead of 
becoming irritable in the face of them, as would be more 
typical of the Institutional self. The self here actively 
creates a context where "premises and conclusions can be 
questioned" (Souvaine, et.al., 1990, p. 273). An atmosphere 
of constant questioning is created, which foster an "open- 
ended encounter with conflict" (Kegan and Lahey, 1984, p. 
213). Whereas the stage 4 self was defensive in the face of 
negative or emotion-laden criticism, this self can seek out 
and tolerate emotional conflict since the self is no longer 
co-extensive with its system but instead has its system (s) 
and therefore can depersonalize critical evaluative 
material. It is these underlying capacities that allow for 
the Model II manager's receptiveness to feedback. 
By now, it must seem as if it simply follows logically 
that the Interindividual self has a welcoming relationship 
to change. At this stage, the self-system is "incomplete" 
and "recreation" becomes "paramount" (Kegan, 1994, p. 313). 
Change, not stability, is the natural order of things - 
change which is valued not so much for its end products but 
as a goal unto itself. The self is "oriented to a 
continuing, transforming process" and "is not identified 
with the goal it chooses" (Souvaine & Kegan, 1990, p. 257). 
Change flows continually because the self orients to 
transformation of its systems. rather than formation, 
consolidation, or fortification. 
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In summary, both Model I and Model II contain meaning¬ 
making requirements, claims of mind, or epistemological 
demands that can be usefully understood by applying the 
template of Kegan's theory of stages of adult development. 
This analysis supports Kegan's principal theory in In Over 
Our Heads. It remains for the study to further confirm or 
refute this line of analysis through the testing and 
assessment of research subjects with respect to their Kegan 
stage as well as their management style. 
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CHAPTER 5 
GENERAL FINDINGS REGARDING DEVELOPMENTAL STAGE AND 
MANAGEMENT STYLE 
In the following section, the findings regarding stage 
functioning of the sixteen managers will be presented, along 
with samples from interviews characteristic of functioning 
at specific stages. Particular attention will be paid to 
how the hypothesized constructions of management may have 
been reflected by stage. 
General Findings Regarding Kegan Stage-Functioning 
in Research Sample 
Profile of Subjects 
In choosing the subjects for the study, emphasis was 
placed on obtaining a sample the diversity of which 
paralleled the diversity of the agency. Subjects come from 
the ranks of mid-level and senior-level managers and are 
balanced and representative of the agency with respect to 
age, years of experience, race, and geographic location. 
The following table summarizes the profile characteristics 
of the sample. 
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Table 5.1 
Characteristics of Research Sample 
Distribution Of Stage Scores 
As was mentioned in a previous chapter on research 
methodology, the primary assessor of Kegan stage was Dr. 
Stephanie Beukema, herself a "reliable scorer" and a past 
colleague of Kegan's. The author, after receiving training 
in the administration of the interview and after receiving 
coaching regarding practice interviews from Dr. Beukema, 
conducted each interview, restricting discussion to issues 
arising in the course of the subjects' work as managers, a 
variation permitted by the protocol. Dr. Beukema scored 
each subject in accordance with the Subject-Object Protocol 
(described previously), while the author assessed the S-0 
interviews, and an adjunct interview on management 
philosophy, for placement into the Argyris-Schon models. 
Since a key goal of the study was to test the theory of a 
correlation between stage and management style. 
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Dr. Beukema's stage scores were not reviewed until the 
management scoring was completed, to eliminate possible bias 
toward confirmation of the hypothesis. 
Before presenting the results of the scoring, some 
aspects of how the scores are presented and then interpreted 
is in order. While scores orient around the five Kegan 
stages (the last three Interpersonal Institutional. and 
Interindividual - found commonly among adults) the protocol 
allows for the identification of six gradations moving from 
one full stage to the next. Kegan (1994) explained how the 
system worked in his most recent book. 
Between the third and fourth orders, for 
example, the protocol distinguishes between 
1) a system in which only the third order is 
in evidence (designated "3"; 2) a system in 
which the person has begun to separate from 
the third order ("3(4)"); 3) a system in 
which both the third and fourth orders are in 
evidence and either the third predominates 
("3/4"); or 4) the fourth predominates 
("4/3"); 5) a system in which the fourth 
order is now the governing structure but it 
must work at not letting the third order 
intrude ("4(3)"); and finally, 6) a system in 
which the fourth order is securely 
established ("4") (p. 370 - 371). 
With this range in mind, the following are the range of 
scores for each subject. Where more than one score appears, 
it is indicative of an interview which could not be 
sufficiently narrowed down to one stage discrimination. 
Those subjects were considered to be "balanced", reflecting 
two stages equally. The scores are presented in ascending 
order of cognitive complexity. 
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Table 5.2 
Distribution of Stage Scores 
Stage Score # 
3 
3 (4) 
3/4 
6 
1 } 
1 
50 
{Predominantly 
Interpersonal 
(Stage 3) 
Meaning Making} 
4/3 
or 3/4 
2 } 
{Balanced between 
12 Interpersonal 
(Stage 3) & 
Institutional 
(Stage 4) Meaning 
Making) 
4/3 3 {Predominantly 
4 (3) 1 } 38 Institutional 
4 
Total 
2 
16 
(Stage 4) Meaning 
Making) 
For the purpose of analysis, I have separated the 
subjects into three groups 1) those subjects who are either 
fully or predominantly Interpersonal in their meaning-making 
8 - subjects (50% of sample); 2) those subjects where both 
Interpersonal and Institutional systems seem equally present 
- 2 subjects (12%); 3) those subjects who are fully or 
predominantly stage 4-6 subjects (38%). 
Compared to a composite of 12 studies of meaning-making 
by Kegan stage among adults, this population showed a higher 
percentage scoring at stage 3 or below (38%), as compared to 
the Kegan composite score of 27%; those in transition 
between 3 and 4 represented 50% of the sample (n = 10), 
again higher than the Kegan composite of 32% in that range. 
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Only two subjects in this study (12%) were found to be at 
full stage 4, compared to 34% in the composite. No subjects 
were scored beyond stage 4, whereas in the composite 6% were 
scored between stages 4 and 5. 
Profile of Stage-Related Constructions 
In the following section, representative excerpts from 
the interviewing of each of the three groups I have 
identified will be presented. The sections which will be 
highlighted are taken from those which constituted the 
"units of analysis" or "bits" which were identified in the 
scoring as revealing structural features. It is important 
to emphasize that each interview may have from eight to 
fifteen such units and that the ultimate score for stage- 
related functioning is arrived at through the cumulative 
evidence provided by all of the "units" or "bits". 
This first set of excerpts is meant to provide a 
general flavor for the Interpersonal world, as reflected in 
the subjects' constructions. All discussion relates to 
workplace experiences, and most of that to the subject's 
role as manager. An analysis of construction related to 
management - and their correlation with the Argyris-Schon 
model - will be summarized in a later section. It is those 
specific stage-related constructions of management and their 
consistent correlation with specific style of management 
that form the principal findings of this study. 
90 
The Interpersonal Self 
Your most radiant garment is of the 
other person's weaving; Your most savory 
meal is that which you eat at the other 
person's table; Your most comfortable 
bed is in the other person's house. Now 
tell me, how can you separate yourself 
from the other person? 
-Khalil Gibran 
The Spirit of Friendship 
The theme which predominates in the following excerpts 
are the notion of self as made up of and defined by 
significant others. In this first example, we see how 
Karen's^ emotional state is strongly subject to an 
employees attitudes and opinions. 
Ron - What comes to your mind on your first card? 
Karen - "Angry". 
Ron - Would you talk about that? 
Karen - Angry because I have worked very hard to make 
changes in this office. I think that before I was 
the Chief there was a tremendous amount of anger 
and dissension in this office. About a month ago, 
an employee was talking and saying "I hate this 
place, "I wish I could quit" and "Everyone is a 
jerk here". It really really made me angry. I 
thought I've worked so hard and the person who was 
saying this had been promoted and was on flex¬ 
time. And I thought "How could she say this after 
I had made all these changes". I had encouraged 
this employee to participate and she had made some 
very good suggestions of changes in the office, 
which I did implement. To hear her say this made 
me incredibly angry and frustrated. 
^ Names of all subjects have been changed. 
91 
Ron - Can you identify what about this, made you the 
angriest, as you think about it? 
Karen - I think it was because I had worked so hard. That 
was one of the vows that I had made when I knew I 
wanted to be the Chief. I knew how much anger 
there was in the court and how it was getting in 
the way of what I believed, was quality work. I 
knew what many people were capable of doing. I 
felt that the people here had some very good 
suggestions and ideas. But they were frustrated 
because they were never allowed to express 
themselves. I tried to create an atmosphere which 
they could express themselves and we could talk 
about making some changes. For me to hear her say 
those things was just devastating. It was like we 
were back to square one. A question that came to 
me was "what has this been all about?" I felt 
that I was going backwards. 
Ron - Backwards? In what respect? 
Karen - She is putting all this negative input into this 
place. She also got other people to agree on how 
awful the place was. I don't know whether they 
were agreeing with her because they were just 
going along with it or what. 
Ron - Did you come to make any sense of why she felt 
that way? 
Karen - No, I didn't. 
Ron - So it is still a mystery? 
Karen - Yes. 
Ron - Can you say how you have dealt with that? 
Karen - I told her immediate supervisor of how angry I 
was, that she said it and that I did not 
understand why she was saying that. I also did 
not understand why she was saying it in front of 
other people which made me feel that she was 
getting other people into it and how destructive I 
felt that was for her, to be doing that. 
Later, Karen recounts an incident where an angry 
response from a judge proved deeply saddening. 
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Karen 
Ron - 
Karen 
Ron - 
I was embarrassed that he stood in front of a 
courtroom. I have been here a long time. I think 
today with a lot of pride, I have worked very hard 
and I know people who care about me here on a 
personal level and they respect me. For him to 
get up in the court room and do that to me just 
made me so deeply sad. And then when we came back 
out again after people were looking at me, it was 
just one of the saddest times I ever had. 
What was the saddest thing about it? 
It was so sad on a personal level for me. I said 
to myself that maybe if you told people that you 
have MS (multiple sclerosis) then this would have 
never happened. I was owning it myself but then I 
said "you don't know this man". Nobody was going 
to say "Welcome to the court, the chief has MS". 
I was also sad because people are looking at me 
like "oh naughty girl". I also felt not like a 
successful chief probation officer, who was a 
woman who had done some achieving but I felt like 
a little girl. 
In the way he dealt with you or the more general 
reaction? 
Karen - The way he dealt with me and when I came back out. 
It was like I had been to the wood shed and like a 
child coming back out and the way the lawyers and 
the police were looking at me. That made me feel 
so sad that they viewed me like I was this 
immature, naughty little girl. 
Another subject, Ed, in discussing a more positive 
experience, offers a comparable example of others as the 
source of his own sense of well-being. 
Ron - Of those things that are desirable about your 
position, is there one thing that you can identify 
as the most attractive aspect of it for you? 
Ed - The most attractive is my perception that people 
value my opinion. That they value my assistance 
and my co-workers value my opinions and my 
workmanship. I guess that is the most important. 
Ron - And what makes that important? 
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Ed - It's a self-esteem thing. It's that business of 
wanting to do the best job as you see it and 
trying to be a little better than the guy next to 
you. Not because you are trying to compete but 
because you have to have some kind of marking in 
the field, so you know where you are in the field. 
Ron - How do you know when you are doing a good job? 
Ed - When the things I measure seem to measure success. 
It could be the "thank you" that you get or it 
could be the strokes I get back or the strokes I 
give. It's that kind of thing. 
Some subjects get caught up in expectations of both 
subordinates and superiors, making others' views and the 
attendant relationships ultimate. In the following excerpt, 
Steven discusses his efforts to get his boss to make a 
decision his staff is clamoring for: 
Steven I keep saying "disappointed". I don't know how 
else to say it. I am stuck on that word. 
Ron - You are disappointed in yourself? 
Steven I think so. 
Ron - Because? 
Steven Because my staff was relaying a message to me, 
that I wasn't really getting the job done. I was 
not getting that message across to the judge. The 
feeling I had was "Was I truly doing what they 
were asking me to do?" I have been assured by 
(oerson's name) that that's a lot of shit. 
Ron - Did you feel that the judge should factor that 
into his decision? 
Steven I thought that my getting him at that level, he 
might see the concern that I am having. Maybe 
that would make it more personal and maybe that 
would make a difference in him seeing that this is 
a real problem for me and this is giving me a 
difficult time. 
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Later in this same interview, Steven discusses a 
dilemma which reveals a characteristic feature of 
Interpersonalism - an inability to resolve a conflict 
between two shared realities, in this case a loyalty to two 
superiors: 
Steven 
Ron - 
Steven 
Ron - 
Steven 
Ron - 
Steven 
Ron - 
Steven 
"Torn" is a good one. I'm talking about the 
relationship with the two judges. The two judges 
don't get along and yet I feel, I am semi- 
confidante to both. That is a difficult part of 
my job. 
Could you say what the most difficult part is? 
Knowing that I've been asked to keep something 
confidential when it's about the other. It's not 
a tremendous amount of information but just little 
things. 
I was going to ask you, what's the most difficult 
part of being in this position between these two 
judges? 
At times, it's stressful. There are some personal 
things going on, in both their families that are 
delicate to deal with. I am too afraid to tell 
you about it. I know that it's confidential but - 
I understand. We will keep it at a general level. 
It's just that they are real personal. Family, 
pregnancies without marriages and stuff like that. 
When you have to deal with more sensitive matters 
between the two of them, what is the most 
difficult part of that, for you? 
Just knowing that I have the information. It's 
very easy for me to say, I wish I hadn't been 
told. 
A related hallmark of the Interpersonal stage is the 
deriving of a sense of purpose or direction from others; 
doing what one is expected to do rather than what one 
decides to do. In the following passage, Victor refers to 
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several different authorities whose opinions and desires he 
receives passively and internalizes: 
Ron - You talked about change in a couple of different 
ways. I want to ask you a question about both 
ways. One is change in your office. You 
mentioned the idea that you, at least on some 
occasions, can get direction from multiple sources 
impinging on you. How is it that you determine 
what's most important there? How do you make a 
decision about what the most important priorities 
are? 
Victor - If there was a change coming and it was observed 
by the local presiding justice in one way and by 
the commissioner of probation in a different way, 
what I would have to do is study it as best I 
could to understand exactly what was the goal. I 
would then have to sit down with the local justice 
and explain, as best I could, what the goal of the 
Commissioner of probation might be and what the 
goal of the probation department is and how can we 
work together to make this happen. It's an 
education process on both parts, sometimes it 
works and sometimes it doesn't. 
Ron - What would be the most important thing in that 
process, for you? 
Victor - The most important thing to me, would be that when 
somebody who is a superior of mine understands 
what is happening, then my staff can understand 
what's happening and carry it out. They are not 
in conflict of saying "what does he want - what 
doesn't he want?" 
In another instance of nonreflective adoption of values 
from the social surround, Howard responds to a question 
concerning his derivation of an important value: 
Ron - How did you come to put value on that? 
Howard - Value on what? 
Ron - The tax-payers getting their monies worth. 
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Howard I'm not sure how I came to put value on it. I 
didn't go through some process in my life and say 
these things are important, these things are not. 
It's just a feeling through my own upbringing, I 
suppose. I come to this office with certain 
values. How or why, I'm not so sure. I have 
never really analyzed. I just know what is 
valuable to me in this business, is delivering a 
service which is to the court and the community. 
The service of helping people who were not quite 
as fortunate, as I, to get on with their lives and 
helping become non-criminal. 
Finally, in this same interview, we see an example of 
the Interpersonal habit of giving priority to caring, mutual 
relationships, not because it furthers personally generated 
goals but because it is one's relationships that count 
ultimately, and others are seen as automatically sharing 
these motivations and values. 
Ron - This team approach is an important value to you? 
Can you identify what is the most important aspect 
of it? Or the most valuable? 
Howard - From the most basic position, I think that it 
helps to reinforce the importance of 
communication, the importance of relationships as 
an office. We are certainly trying to do that 
with our probationers in helping them to try to 
get along with whomever they need to get with. So 
that is an important value of mine. That people 
get along, whether it is an office, probationer 
and probation officer or probationer and his wife 
- I think that effects all of us regardless of 
what we do. 
Ron - Getting along is an important value. What makes 
that important? 
Howard - It brings peace. It brings happiness. It reduces 
crime. It reduces verbal assault. It reduces 
gossip - all those negatives that lead to 
violence. 
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Ron Say more about this "peace". The concept is an 
interesting way to put it. What do you mean when 
you say, communication can bring peace? 
Howard - I'm talking about in the office. Again it comes 
back to the team concept. It allows us to do our 
job with a minimal amount of stress and with a 
minimal amount of interference. 
Ron - Let me back up for a minute. The question was - 
you had mentioned the value of peace as something 
that is a by-product of communication, can you 
say, what you mean by that? 
Howard - Let me say it this way Ron. Let me describe some 
unpeaceful environments that exist. Secretaries 
talking about each other and spending time doing 
that. It's counter-productive, it's an attack, 
especially when it gets to the person being talked 
about. In my view that affects job performance. 
It affects the final product in the case of the 
secretary. Which ultimately ends up in a judge's 
hand or someone else who has to read whatever it 
is that they put together in print. Probation 
Officers in one building feel that they are 
getting dumped on, more so than other probation 
officers who work in the same office but in 
another building. So peace is the opposite of 
that. Not feeling that you are getting dumped on. 
Not feeling that you are being talked about and 
that translates into a better quality of living as 
an employee which is certainly going to effect how 
you deal with the people that you deal with in 
your j ob. 
The Interpersonal/lnstitutional Balance. In this 
transitional state, where full stage 3 and stage 4 
structures are both in evidence, we can expect subjects who 
will be shifting from using others as justifications for 
actions to relying more on themselves as a source of values, 
beliefs and feelings. A second feature of this balance is 
the emergence of a personal ideology, but one which is often 
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defended by references to experts or authorities. Positions 
are simultaneously owned and borrowed. 
In the following excerpt, Kris presents herself as 
oscillating between emerging personal standards and an 
embeddedness in relationships. 
Ron - 
Kris - 
Ron - 
Kris - 
Ron - 
Kris - 
Tell me what the best part for you has been of 
the positive change that you've seen in those 
instances when you have seen it. What is the best 
part for you? 
I am liking people that I thought I would never 
like or could like. I think when you have people 
successes that gives me a great deal of 
satisfaction. 
People successes meaning? 
Meaning people that I never thought I would have a 
relationship with are now changing where they want 
to have some part in what I'm doing. Maybe not a 
relationship directly to me but they want to have 
some part in the change. I think they want to 
help improve the environment of the office. They 
want to make things work rather than sabotaging or 
just complaining. 
And that is enjoyable for you to see that? 
Because? 
Because I think I had some part in doing that and 
now I'm looking at it from a reflective point of 
view. I see now that people were terribly 
neglected and although we are adults, we need 
attention and recognition. We also need daily 
interaction with other human beings in a positive 
way. 
In this next section, Kris again seems caught between 
two poles of meaning-making, but in this case she takes on a 
proxy for an Institutional capacity, which she is trying to 
promote in her assistant. She takes pride in helping her 
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assistant to stand on her own but is simultaneously dwelling 
in the relationship. 
Kris - 
Ron - 
Kris - 
She had never really taken any responsibility 
towards the clerical staff so every opportunity 
that I could I would delegate more and more 
authority to her. Some would be very frustrating 
for her. I had constant meetings with her on a 
daily basis. She actually became so confident at 
one point that she stood up to one of the 
probation officers. She is probably approaching 
seventy, and probably had never yelled or screamed 
at her time at _, and she told him where 
to go. He was being rude and inappropriate to 
her. I don't think she understood what her 
position was. She was entitled to direct 
discipline and make a judgement call when 
something was right or wrong. She came back a few 
weeks ago and said "I never knew this about 
myself". She had always thought that it was the 
Chief's position to handle all of these problems, 
matters and daily occurrences. I told her that I 
did not think so and that I was glad that she saw 
it that way. For the first time in seventeen 
years for me, I see that Mary has so much more 
confidence. She really feels like her work there 
has been valuable. Which she did not have a sense 
of. Everybody treated her as patronizing, that 
she really was not the top notch intelligent 
person in the office so therefore why have the 
position. But now she has a more confident 
demeanor, she looks forward to some of the 
challenges that are coming up in the office and 
she's more comfortable with supervising people. 
She has amazed me. As I said to you her age is 
seventy so and I think change is more resistant 
the older we get, the more resistant we become to 
change. I am so pleased with her. 
What has been the best part of that experience for 
you? Or what pleases you most about that 
situation? 
I guess that we explored things together. I was 
so new I certainly didn't have a great amount of 
confidence myself and Mary was very supportive to 
me. I think my being supportive of her paid off 
for me because she became more supportive of me. 
She shared personal things with me that almost 
knocked me off my chair. She has never said a 
personal thing to me in all the years that I have 
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Ron - 
Kris - 
Ron - 
Kris - 
Ron - 
Kris - 
Ron - 
Kris - 
Ron - 
Kris - 
Ron - 
Kris - 
been here. She shared something personal to me 
about her own life. I have really learned a great 
deal from her because she has all the history. 
She has been very informative to me regarding why 
things have evolved the way that they did at _. 
She has more time than God but now her attendance 
has improved because I think, she wants to be at 
work and it's not just a daily hassle for her. I 
think for the first time she is interested in what 
she is doing because she is a part of the 
planning. I guess that has pleased me the most 
that we both kind of started out at the same 
point, very unsure, and now we are doing it 
together as a team. 
It sounds like her perspective on herself has 
changed and on her job. Has her perspective on 
you changed? 
I think so. I don't know it truly because I have 
not been able to communicate that to her or I am 
not sure whether I should or not. 
Do you have a sense that she perceives you 
differently than she might have? 
Absolutely. 
In a more positive way in some respects? 
I think not to me personally but for the title of 
Chief, I don't think she thought very much of that 
title or if she did she thought that always the 
wrong person got that title. 
So she is more confident and thinks more of the 
position? 
I believe she does. 
And that is important to you, in some way, that 
she think more about position? 
Yes it is. 
And could you say why? 
Because I want her to feel like I am doing a good 
job. Since she has been there some many years, I 
guess her opinion is very important to me. I 
would not want her to think that I am a no-show, 
non-diplomatic kind of figure head but somebody 
who is actually trying to move into the nineties. 
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open the doors of Middlesex to the community, get 
the other agencies more involved. 
Ron - So she has seen some of this? 
Kris - Yes she has. I have included her in a lot of my 
planning. 
Ron - So it would be fair to say her opinion counts, in 
some way? Or her estimation does? 
Kris - Yes it does. 
Often, subjects will reveal a "cutting edge", or a 
trajectory in their development which seems to be moving 
them forward. We can glimpse this in Kris in the following 
passage: 
Kris - I guess I'm just trying to understand myself more 
and where those things are coming from. I think 
being the Chief has brought a lot of those things 
to the surface. Frankly I didn't have to think 
about as many things such as who I am and how I am 
relating to people. So it is important to me and 
I have thought a little bit more about it and I do 
think that it's good. But at the same time I 
think I better know who I am, what my prejudices 
are, what my boiling point is, what makes me tick 
and am I narrow-minded in certain things and I'm 
making the right decisions? 
Ron - Has that re-examination been more good than 
exhausting or how would you describe it? 
Kris - It has been very positive. I feel more confident 
with myself now than I think I ever had. More 
comfortable and confident. 
Ron - Where does that confidence come from? 
Kris - I really was not confident that I knew what to do 
as a Chief. When I say confident I guess it's 
because I've never been exposed to those duties. 
I was never quite sure what my former Chief did. 
I also did a lot of running around as Assistant 
Chief trying to hold things together so I did not 
have any time to explore any of it and I had no 
exposure to it. I was just really unsure about 
what those duties entitled and what were the 
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qualifications outside of the job description, 
that you needed to have to do the job. I knew I 
had some of them. And then again no one to tell 
me what the Chief did. The probation officers and 
clerical staff were not going to tell me, I think 
until I looked at it as a whole and could see that 
the office was operating more efficiently and was 
becoming more countable then did I feel more 
confident about doing some of the things the 
correct way. I guess that is where my unsureness 
and hesitation came from. But I consider myself a 
very confident person. I try to be positive. I 
have a very positive outlook on things. But it 
has really opened up a lot for me as far as trying 
to look at who I am. 
In the case of William, we can see in the following 
passage, some sense of self-direction is expressed along 
with a self that is dependent on the views of others. 
William - I think I am a proud person. I don't say proud in 
the sense of overly boasting, but I think most 
people take pride in what they do. And I think if 
I was seen as not being truthful or not having 
integrity, at least in my job performance, I would 
look at it as hurting my pride and I would look at 
it as being an insult. I would also be concerned 
with what through communication or body language, 
what did I do to convey this message, whether it 
was real or not. I hope that it would not be real 
that it might have been just a mis-communication. 
Because I think for the most part the revolving 
wheel held by our colleagues and our peers is 
important to anyone. It is important in any 
profession whether you are a brick-layer or rocket 
scientist. 
Ron - Could you say what about being regarded well by 
your peers is important to you? 
William - What about it is important? 
Ron - Yes. 
William - I think it is important because I think it is a 
form of recognition. I also think that respect 
here, according to what you do. I think those are 
the most rewarding elements that a person can 
achieve. I think professional recognition is 
really the combination of a career more so than 
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the material things. Not everybody can make the 
top dollars. Not everybody can be the number one 
man in the organization but I think you can still 
earn your respect for your commitment. Once again 
those things are, at least, important to me. 
Ron - Let me play the opposite of that scenario. 
Imagine a situation where you didn't enjoy the 
regard of your colleagues, subordinates or 
superiors. What would be the worst part of that 
for you? 
William - First of all, before I begin with the worst part, 
I would have to ask what I am doing that is 
creating this. If I felt that there was nothing 
within my power to change it, I might have to 
consider moving on to another career. How could I 
stay here this long without this being noticed? 
On the other hand quite often it might be an 
education type thing or training. Maybe I haven't 
kept up with the training in certain areas. I 
would expect that would be called to my attention. 
But I should also be willing to pursue it. One 
thing that Deming talks about in his Out of Crisis 
book is that most people do the best they can - 
they are working as hard as they can - they are 
doing their best. So in that regard I would have 
to look at this in both lights. Those things that 
I could control I should try to change. I think 
one of the things you have to do, is have an open, 
frank and candid environment to solicit the 
feedback as to way is it that I am not meeting the 
expectations of the people I work with. 
The conflicting pulls of the Interpersonal and 
Institutional are reflected in the closing comments in a 
passage about the importance of tolerance. 
Ron - What about the flip side, intolerance. What would 
be the worst part for you if you were intolerant 
or you had not developed the kind of tolerance you 
now have? 
William - I think in a lot of ways this is like a self 
confession, by the way! but more so of myself than 
of anybody else. In fact I had some family 
members say that. I am probably harder on myself 
than anybody else. Maybe I expect more from 
myself. I don't know. If I have ever offended 
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anybody by my insensitive jokes, statements, or so 
forth, it was not meant to be with malice. That's 
something that goes with the tolerance level. 1 
would not want to be perceived as an intolerant. 
But more importantly I won't want to be 
intolerant. (emphasis added). 
Ron - What would the worst part of being intolerant be? 
William - I'm not so sure I understand the question? 
Ron - For you personally. 
William - I think when it compromises what I knew to be just 
or fair. Because that is a compromise of my 
values and everything that I ever did. I would 
like to think that I can still go into a courtroom 
28 years later and still feel that I'm in a "holy 
of holy" the tabernacle if you would, and I think 
when intolerance interferes, especially those of 
us who as officers of the court are sworn to 
uphold justice, I think when intolerance 
interferes with justice that's the rudest 
situation or example of intolerance there is. 
Ron - You mentioned the principles of justice and 
fairness. Can you sum up about where you drive 
those notions? 
William - I think my parents. My upbringing. I think a lot 
of it is my religious beliefs. I think it is also 
tempted by just the number of people that I have 
met from all walks of life and the years that I 
have walked this planet. 
The Institutional Self 
Your inner soul, my friend, is surrounded with 
solitude and seclusion. Were it not for this 
solitude and this seclusion you would not be you 
and I would not be I. If it were not for that 
solitude and seclusion, I would, if I heard your 
voice, think myself to be speaking; yet, if I saw 
your face, I would imagine that I were looking 
into a mirror. 
- Khalil Gibran 
The Spirit of Friendship 
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Be a light unto yourself. 
-Buddha 
In the interviews with subjects scoring out as 
predominantly Institutional. we see the self as author of a 
sense of purpose and goals at work. These subjects decide 
for themselves what is important and infuse their work with 
their own values as a way to give it meaning. They set 
their own standards; they are authors of their own lives. 
In this passage, Tonia reflects on how her work serves 
values and creates opportunities that she cherishes: 
Tonia - I think that when I felt most successful was in a 
situation in where a very explosive case came 
forward and I was able to defuse it. Put the 
merits into perspective and be able to get people 
to communicate on some level so that they came 
away, not exactly thrilled, but something that 
they could live with and implement in their lives. 
Another area of success that I felt was when 
attorney's sought me out to conduct 
investigations. It was always that sense of I 
didn't want to be so exclusive that the other 
staff members would feel somehow maligned by that. 
But certainly on a personal level, it felt good to 
be sought. I also knew that it meant more work 
typically but that was a measure of success. In 
this position I feel successful when I am able to 
create. When I have an idea and that idea 
blossoms forth and something takes form. That 
feels tremendously rewarding. I feel I started 
something. An idea became a tangible project of 
some sorts. With the collaboration of other 
people and that to me feels that exciting. 
Ron - Can you comment on creativity - why you think that 
is a priority for you? Why is that important? 
Tonia - By nature I am a creative person. I supplemented 
some of my creativity into other forms. Now what 
I am finding out is that especially in this 
position, that having the opportunity to come up 
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with an idea and then given the opportunity to 
take that idea and kind of nurture it along is 
very energizing to me. Without the ability I 
stagnate. When I stagnate it's not a good 
feeling. It was difficult to be overly creative 
in my prior position, but I took whatever 
opportunity there was. That is what I needed for 
professional survival. Here I feel like it's not 
an open-minded forum but it's something that's 
encouraged and tolerated and certainly something I 
feel I can always come to you and say "hey, I've 
been thinking" regardless of what you may say. To 
me that is an important quality because sometimes 
I get ideas, sometimes there are crazy ideas that 
make no sense but I guess it's when I see 
different elements exist out there and I give them 
some thought or if something pops into my mind 
then it makes sense. That's where that creative 
spark comes in. 
Mary reflects on an experience in graduate school and 
how much self-gratification she felt at accomplishing 
something that was important to her - mastering a course in 
logic. She also reveals her own capacity for imposing an 
organization and coherence on her thought processes and for 
obtaining gratification from the successful workings of her 
own system. 
Mary - I guess you knew in graduate school on a day-to- 
day basis that you could do, kind of challenging 
hard things. That you could tackle things for 
example; the logic stuff especially with graduate 
logic courses. To me that was really hard. Some 
people have an easy time with it but I had to work 
with it. It was always challenging and you knew 
that it was a mental challenge. It was always 
endless opportunities for research. I mean there 
was always something new that you could be looking 
at or reading. 
Ron - There was something very gratifying about the 
research end of it? 
Mary - I think it was taking something that was so 
incoherent to start off with (a massive amount of 
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materials that are not joined together) and then 
sifting through it and finding common threads. 
You start with a whole bunch of ideas that really 
don't fit in any which way and then you finally 
start seeing a pattern. You then organize it and 
then you can discover something about it. You can 
then write it up. I really enjoy the exchange 
with other people that I was working with because 
wherever I was there was always some kind of a 
faculty group or association so you could lay your 
ideas out. You have an informal paper and can get 
some really good exchanges. 
Later in the same interview, Mary speaks of the 
importance to her of being self-supporting (literally), of 
pulling one's own weight and how that affected her taking 
her new position. 
Mary - I don't know in five years from now whether it 
will have been the best choice but I think it will 
have been the best choice. I have one last kid 
going to college and it's important for me to be 
able to help subsidize college which I couldn't 
have done with the other two. It's important for 
me to be able to support myself even though I am 
in a stable marriage, it's still an important 
thing and this allows me to meet that need. The 
other two options, given the salary and given the 
preappearance of the situations, I wouldn't have 
had that. There are other good things besides 
immediate job satisfaction, like being able to get 
the department accredited right away in doing some 
good new programs. Those are the kinds of things 
that would give real job satisfaction but the 
other stuff, the spin-off stuff, lets me meet some 
personal goals. 
Ron - You mentioned the importance of being self- 
supporting if that were necessary. Can you say 
what is the most important thing to you about 
that? 
Mary - It's a sense of independence and a sense of 
strength. I personally like feeling like I am 
pulling my own weight. 
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The Institutional self is often revealed most clearly 
in the capacity for taking independent stands even in the 
face of conflict with significant others. Steven displays 
this capacity first with respect to his breaking from a 
strong father figure who is well known in his community. 
Ron - Do you get feedback ever from him (father) 
directly? 
Steven On occasion he will kind of affirm that he is 
pleased with what I am doing, the way that I try 
to do it and the apparent values that I have 
attached to what I'm doing. 
Ron - Let's imagine a situation where he disapproved of 
a course that you've taken or the way in which you 
had been conducting yourself. What would that be 
like for you? 
Steven Because of the respect factor, in terms of his 
perception of things is very high, I would 
automatically stop and re-evaluate whatever it is 
he was voicing displeasure about. But at this 
stage in my life, I really feel like I have come 
into my own and that I need to make some decisions 
for Steven both personally and professionally, 
even if my dad disagrees with me. After all, I am 
responsible for my actions. 
Ron - You talk about the sense of having come into your 
own. Can you talk about that a little bit? 
Steven - I was just saying to someone the other day, that I 
remember when I was nine years old. Sometimes I 
have to stop and pinch myself, to let me know that 
I am where I am (not that all goals have been 
accomplished). I think about what I have attained 
on a relatively short period of time as careers go 
and develop and I really feel like I have 
accomplished something to be proud of. To that 
extent, I feel like I can take some sense of 
satisfaction. 
It is noteworthy that Steven's interest in his father's 
view is due less to their close relationship (which would be 
a stage 3 quality) than to his seeming independent 
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appreciation for his father's insight ("his perception of 
things is very high"). This independent evaluation of 
points of view is a characteristic of stage 4 capacity. 
We can also see this capacity for autonomy and standing 
one's ground in Steven's recounting of a conflict with a 
past supervisor, where he was discouraged from seeing a 
client who he felt needed his attention. 
Steven - The supervisor told me again, that this was not a 
good expenditure of my time and that I could be 
doing something else. He told me that this guy 
was going to come back out and re-offend and get 
picked up again so he asked me why I was doing 
that. Although I was brand new on the job this 
really went to style and it went to the way I 
dealt with people. I stuck to my guns and he said 
"Fine, do it". 
Ron - Was that exchange hard? 
Steven - It was very hard but it went to the issue of my 
convictions and how I dealt with people. I felt 
that if I was not going to be allowed to give this 
kind of personal effort towards impacting peoples 
lives, then there was no need for me to be a 
probation officer. So I wanted to take an early 
stand in terms of the kind of probation officer I 
wanted to be. 
Ron - It was hard. What made it hard? 
Steven - Because I was new and because here, I had a 
seasoned veteran telling me that this was a waste 
of my time. I was possibly in a position where I 
would start off with a bad relationship with my 
supervisor but again it went to the heart of how I 
deal with people. 
In this final passage, Charles talks about his work and 
his life as a project, managed by himself, aimed at 
personally articulated ends: 
Charles - I think that if you don't challenge yourself, you 
become stagnant. If you become stagnant then you 
become stale. If you are constantly trying to 
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Ron - 
Charles 
Ron - 
Charles 
Ron - 
Charles 
gain that extra half-a-yard and you are constantly 
trying to jump up and touch the rim of the 
basketball hoop - if you constantly do it and you 
may not, but you may attain your goal. But if you 
stare at the hoop or the football and don't pick 
it up then the next day is going to be harder. 
Some days you won't even get to the playing field 
because you are going to say that it is not even 
worth it. I think that the whole concept of 
challenging each other and spurring each other on, 
in terms of providing accolades and pats on the 
backs and in terms of chiding others, I think, is 
very positive. I use the word chide but not 
necessarily in a negative standpoint but to get 
people to truly validate their own opinions on 
things. 
If you felt, to bring it down to your case, if you 
felt unchallenged yourself, what would the worst 
part of that be for you? 
It would be more of a personal loss than anything. 
I think that if I were unchallenged, I am 
absolutely convinced, that the (my particular 
office) office would run reasonably well. I think 
that we would fall somewhere in the middle of the 
pack, but I think that it would be a personal 
grief that someday I would wake up and say "what 
have I done with my life" and "I wish I had an 
opportunity to do it over again". I choose not to 
have that happen to me if I can have any control 
over that. I think that in the balance of things 
there are some things that maybe we wish we had 
done at a younger age. Maybe there are some 
things that people would have done differently but 
I think that if you constantly have an opportunity 
to meditate or to have some introspection that 
those are going to be at a minimum because you are 
going to have a pretty sense of your own well 
being. That is a very highly individual thing and 
I think that goes back to our individual training 
at very early ages. We are bombarded by radios 
and televisions. I could give you my lecture on 
how the invention of the transistor radio was a 
downfall to America but that's for another day. 
Interesting thesis. 
It really is. 
Not one that I have heard talked about yet. 
I have some friends that constantly remind me of 
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my pronouncements 25 years ago, perhaps more, that 
we don't meditate and that we don't reflect. I 
come from a background where that introspection 
was very important and was ingrained in me as an 
individual. It is something that I find time to 
do, on a very frequent daily basis. I am pleased 
that - that is part of my fiber. I am able to sit 
back and take a look at what's going on. Where am 
I as an individual? Where am I as a family 
member? Where am I as a professional" Where am I 
as an educator? Where I am in terms of my whole 
life as opposed to where I want to be and what I 
am doing in any of those directions, to make my 
life and others productive, meaningful and 
challenging. 
General Findings Regarding Management Style 
The chief features of each management model, 
previously presented, are summarized in the following 
table: 
Table 5.3 
Focal Features of Argyris-Schon Models by Theme 
Theme Model I Model II 
Mission/Goals -Personally derived 
-Closely controlled 
-collaboratively derived 
-constantly in flux 
-own views & others 
interact 
Evaluation/ 
Feedback 
-self-evaluation is 
ultimate 
-external feedback 
ignored/resented 
-emotions/negativity 
suppressed 
-multiple feedback 
invited 
-test own views & others 
-feelings & emotions are 
welcomed 
Change 
-change is avoided or 
fought 
-change is seen as 
matter of course and is 
fostered 
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While the intention was to score people based on which 
of the two models predominated in their thinking and related 
formulations, an unexpected result was obtained. Only one 
of the sixteen subjects was assessed as exemplifying Model 
II. In addition, six subjects scored out as exemplifying 
Model I. This left nine subjects who were not scorable 
using the Argyris-Schon model. 
As it turned out, these remaining subjects were quite 
comparable in their views on the key issues. An analysis of 
their responses allowed for the formulation of a third 
model, which I will call Model X. Model X, in its seeming 
emphasis on passive adoption of externally generated 
standards and its evocation of a self which gets direction 
and a sense of well-being mainly from others seems to 
reflect a less mature and developed model than either Model 
I or Model II. 
Table 5.3 can now be supplemented with the related 
characteristics of Model X. 
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Table 5.4 
Focal Features of Argyris-Schon Models by Theme 
(Expanded Table) 
Theme Model X Model I Model II 
'Mission/ 
Goals 
-derived from 
authorities, 
corporate 
documents, or as 
consensus of staff 
-personally 
derived 
-closely 
controlled 
-collaboratively 
derived 
-constantly in 
flux 
-own views & 
others interact 
Evaluation 
/Feedback 
-external 
evaluation is 
ultimate 
-personally 
vulnerable to 
criticism 
-self-evaluation 
is ultimate 
-multiple 
feedback invited 
-test own views & 
others 
-feelings & 
emotions are 
welcomed 
Change 
-change is 
appropriate if 
consensus for it 
-change is 
externally imposed 
-external feedback 
ignored/resented 
-emotions/ 
negativity 
suppressed 
-change is seen 
as matter of 
course and is 
fostered 
Interlude; The Epistemological Demands of Model X 
In order to make the theory linking development stage 
and management style complete, we must now examine the 
features of the newly found Model X for whatever 
epistemological demands it could be seen as making. Model X 
seems to share some important features with what Kegan has 
referred to as the Traditional model for work. In reviewing 
the "mental demands" that the traditional workplace 
presented, we can see a clear resonance between a number of 
those demands and the characteristics of the Model X 
manager. 
For example, we have seen that the traditional model 
requires that workers: 
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-See work as owned and created by employer; 
-Depend on others to frame problems, initiate 
adjustments, and determine whether things are going 
acceptably well; 
-Be without a vision or be captive of the employer's 
agenda 
In the Model X manager's tendency to look to others - 
particularly superiors - for a sense of purpose and a 
direction for change - she seems matched with the 
traditional emphasis an employer-driven missions. In her 
susceptibility to the views of others, the Model X manager 
seems again aligned with the traditionalist habit of looking 
to others for a sense of well-being on the job. 
In reaching a judgement on the epistemological demands 
of Model X, this alignment with the features of 
traditionalism is crucial, since Kegan has judged those 
features to call on the Stage 3, Interpersonal form of 
meaning-making. Indeed, Model X would seem to be strongly 
InterpersonalIv charged. In the Model X manager's reliance 
on external sources for her sense of purpose and direction, 
in her being subject to the views and values of significant 
others, we can recognize the hallmark Interpersonal quality 
of being socialized into and made up of the dominant 
positions emerging from the social surround. In her 
tendency to derive a sense of well-being from others and not 
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the self, in being so vulnerable to personal criticism , we 
detect a self whose ultimate standard is mutuality. 
Scoring for Management Style 
In order to reach a judgement as to a subject's 
management style, content both from the subject-object 
interview and a follow-up interview regarding individual 
management philosophy was utilized. 
Attention was focused on those of the subjects' 
formulations which were relevant to the three focal issues 
of 1) mission and goals; 2) evaluation/feedback; and 3) 
orientation to change. Although the S-0 interview was not 
primarily designed to elicit management content, in the 
course of responding to the interviewer's probes, some 
relevant material did emerge. In the second interview, each 
subject was asked to answer a series of questions that 
focused directly on the focal issues enumerated above. 
In scoring each subject for management style, this 
researcher identified all relevant content in each 
interview, scored each segment for its model-relevant 
characteristics, and determined if there was a preponderance 
of formulations consistent with a particular model. While 
almost all subject showed some formulations consistent with 
at least two of the models, it was possible to score each 
subject toward one model, based on the weight of their 
statements. 
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Table 5.5 
Distribution of Management Styles 
MODEL # % 
X 9 56% 
I 6 38% 
II 1 6% 
Representative Formulations from Interviews for Assessment 
of Management Style 
In this section, characteristic positions taken in the 
interviews by each of our three types of managers will be 
presented. These excerpts will illustrate the material 
utilized in reaching an assessment of managerial style for 
each subject. Keeping in mind the analysis for 
epistemological demands, one can see in these excerpts 
material that is perhaps equally relevant to the task of 
assessing developmental functioning. 
Model X Managers 
Missions/Goals. The Model X managers assimilate as 
their own goals those which are passively received from 
others, as illustrated in these excerpts. 
Ron - Could you tell me how you arrived at the goals or 
objectives for the courts that you are responsible 
for? 
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Ed - I principally use the standards and goals of the 
organization. I don't have personal goals in a 
sense that I want to foster good probation work 
but it is based on our standards, what Don wants, 
what you want and what is currently needed for the 
organization as a whole and that is my thrust. I 
am a team player. It comes ahead of me and I just 
keep on moving it and implementing it. 
Steven - Most of the goals in our office are set. I have 
been a team player all my whole life. I come from 
that background of team sports. The goals of our 
office are basically set by the Commissioner's 
Standards (my staff gets upset because I use the 
word too much). Mr. Blank had a favorite saying 
"Just govern by the Standards, that's all you're 
asked to do". Other than the personal aspect of 
personality in the office, I go pretty much by 
office standards. 
Victor - (I get my) direction from my supervisors and 
having a very handy book that not too many people 
refer to, which is called the Probation Manual. 
It answers many, many of the questions that arise 
to me on a daily basis. If I have the goals set, 
the minimum goals that we have to meet, set by 
authorities above me so it takes out of my hands 
part of the process. 
Joining with this derivative tendency typically is a 
reference to respect for authorities and a dependency on 
them for a sense of direction. 
Elaine - The lines of authority are kind of important to 
me. I have been one that always recognized the 
lines of authority. I felt that it was important 
to have lines of authority and also thought it was 
a two way street. Well, because it gives you a 
sense of where you stand. And it is important to 
me to have a sense of where I am, in the whole 
game of things. If I know I have to report to 
"such and such person" above me for certain 
things, and as long as I know what those things 
are, then I know how to proceed. And I would hope 
that is true with the people below me. That they 
know their responsibility and know which things 
they need to bring to me or which things need to 
go above me, perpendicular to me, or whatever. So 
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if people have clear lines of authority, I think, 
it makes the whole office run more smoothly so 
that people will not be going to people that they 
didn't need to go to - to get the job done. 
It can also be the case for Model X managers that they 
‘derive their direction from their subordinates, but without 
appearing to bring their own sense of mission to the 
process: 
Karen - As I stated earlier, I believe in teamwork. I 
believe in respecting the worker (your employees) 
and knowing their capabilities which entails 
knowing the best things that they do and the worst 
thing that they do. It involves finding out what 
they like to do and try to fit them with jobs that 
they can do well and that they can get 
satisfaction out of and feel good about the job 
that they have done. I believe in a respectful 
work environment. I believe that I should be the 
example. I believe that the leader sets the tone 
for the office in fact, I am totally convinced of 
that and I try to be aware of that at all times. 
The tone that I set, I do believe the employees 
will follow. 
Ron - Could you tell me how you arrived at the goals or 
objectives for your office? 
Karen - In believing that I am the leader and that I set 
the tone, then it is important for me to always be 
clear and concise to the staff, as to what our 
goals are and how we are going to do it and always 
make sure that the staff understands and 
participates in what the goals are. 
Evaluation/Feedback. Model X managers gauge their 
effectiveness not on personal reflection but rather on 
feedback from significant others, be they superiors, 
subordinates or members of the public. 
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Donna "Success" - There are a couple of successes. One, 
I already mentioned and that was the fact that - 
that the judge had been very supportive to us and 
our conflicts in the courthouse. To me that was 
an indication that he had grown to trust my good 
judgement (that I feel I have). I think he feels 
that we are doing a confident job and that we deal 
with a lot of irrational people and that we 
deserve his support. I feel that I can trust him 
to be there when I need him as a manager. That 
has been a real success. Feedback from lots of 
different places, whether it's from the judge, OCP 
(headquarters), the staff, the assistant chief's, 
observing the courtroom or observing the 
interviews on how my staff deals with the public. 
Howard - I feel that if those outside of my office, look at 
me with respect and build my self-esteem, then I 
feel that I am producing. And I think there is a 
lot of work to be done in this area in the area of 
work we do. If I am feeling good because the 
office is doing well, then society is getting 
better. I think we have a role to play in that. 
I feel good when I feel that we are heading in 
that direction. I feel lousy when I feel we are 
dragging our feet. I measure success by a number 
of factors. One is the overall attitude of the 
staff. Certainly grumbling is not a measure of 
success, complaints or airing out of laundry or 
those kinds of things. I measure success by 
outside interaction with other agencies, mainly 
lawyers, the DA's office, public defender's office 
and judges. 
Such managers are vulnerable to external feedback and 
will often either avoid a confrontation that could lead to 
negativity or will be devastated by critical comments. 
Ed - I don't believe in getting into shoving matches. 
I might reiterate my position and leave it like 
that. I would just explain my position, not 
necessarily explain why I have to be there, but 
just explain my own position and then let it die. 
If it continued to be a problem I would take care 
of them away from the meeting. I would try to 
direct the meeting into a more productive manner 
otherwise everybody get's all steamed up and that 
doesn't produce anything. 
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Larry 
Ron - 
Larry 
Ron - 
Larry 
I have also been horribly criticized by others in 
the field (my own colleagues where I came from) as 
being without heart. 
What is the hardest part of that, when that 
happens? 
Colleagues? I have a lot of professional and 
personal pride. I think everybody in business has 
that. I think that one of the things that 
immediately strikes me, is that it begins a self- 
assessment both professionally and personally. I 
don't like being criticized. 
What is the hardest part about being criticized? 
The hurt, the feeling that somebody out there is 
thinking that you are doing something wrong, the 
threat of lack of support and the possibility that 
you could be wrong. 
Change. From the perspective of a Model X manager, 
change is engineered by others or advanced as a vehicle for 
making subordinates happy. 
Victor - We expect change to happen to us. I think we are 
in a system where change is going to come down 
upon us and we are going to have to react to it, 
we are going to have to absorb it and make it part 
of what we do. Change that comes down upon us, we 
are going to digest and do it. 
Ed - Change is normal. You just plan on it. It's like 
brushing your teeth, you're going to get it. We 
have new directions based on outside stimuli. 
Karen - I like change. I have done a lot of changing 
here. At every staff meeting we have, that is one 
of the things that I bring up. I always ask the 
staff if they have any suggestions for any changes 
or is there anything that we can do differently. 
Change is exciting. I think change invigorates 
people. 
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Model I Managers 
Mission/Goals. Model I managers characteristically 
grab the reins and establish the mission as a by-product of 
their own vision and values. 
Steve - 
Tonia - 
Nancy - 
Karen - 
Mary - 
I arrived at the goals, based on my ideas of what 
a good solid department looks like and then I also 
arrived and I set goals based on some of the 
history of the department in what I think people 
are capable of doing and what time-frame I think 
they are capable of accomplishing those things. 
Well, I like action. I want things done 
yesterday. I'm very demanding of myself primarily 
and other people as well. So when things aren't 
going as I want them to be I get impatient and 
frustrated. Again, primarily with myself. I 
really have to work at understanding that some 
things take time, there will be detours that will 
have to occur and those detours may lead me places 
that I never dreamed of being and that they aren't 
necessarily bad but that they can in fact be 
sources of further creative avenues. 
A sense of direction could be something that I've 
read or it could be a conversation with a 
colleague. It comes from lots of different 
places. It generally doesn't come from the staff. 
By looking at where we are now and where I would 
like to be. Community wise there is a great many 
things that I wanted to do - with - and - for the 
community. So I guess I would base those 
objectives on where I am now and what I would like 
to see happen in another year. I think, I need 
and my employees will continue to need goals and 
new objectives in a very consistent manner. 
If the probation officers are going to follow my 
lead, whether it's doing public relations or 
getting out into the field, there has to be some 
belief that I know what I am talking about. I 
know that it can only go so far when I say that 
this is what _ said or this is what 
OCP is saying. It has got to come out of my sense 
of what good probation work is. Even now it's 
still text book knowledge. I think they would be 
more ready to follow if I had more of a track 
record. 
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Evaluation/Feedback. The Model I manager looks to 
herself and not others, as the primary source of evaluative 
data. 
Nancy - I guess you have to have a sense of where you are 
. trying to go, for one thing. If you know what it 
is that you expect those people to do in their 
departments and if you are talking to them often 
enough that you have some kind of checkpoint, 
whether it's in terms of a long term plan or a due 
date (I'm a great one for having dates for 
everything to be done) so I check pretty well if 
something was supposed to be done, by a certain 
time, I usually know if it was done or not. So 
assuming that the basic goals of the department 
make sense, then I can pretty well tell whether we 
are meeting those goals. 
A companion trait for this manager is a defensiveness 
or resistance in the face of feedback from others (which is 
perceived as a threat to her system), often leading to an 
active suppression of criticism; 
Mary - 
Steven - 
Nancy - 
This particular outburst with the PO, was stuff 
that needed correction and so I just told him what 
was important to me and what needed to happen from 
now on and that seems to be working. I think the 
general venting that other PO's do needs to be 
contained. It's more like therapy. 
Whenever someone roars, I always come back on a 
smooth level. What I am attempting to do is to 
maintain control. If I allow them to push my 
buttons, I am giving them my control and I don't 
do that. 
I am not a psychiatrist. I'm not into counseling. 
Sometimes people are so far out of control you 
just got to draw the lines and say come back 
tomorrow. 
Change. Owing to a characteristically ardent hold on 
their own sense of mission. Model I managers are not change- 
oriented as it threatens the primacy of their system. 
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Mary - I think I have become more conservative about that 
and I realize that I just cannot move into change. 
I guess I handle change a lot easier than some of 
the people that I work with so I have to be 
sensitive to that and kind of prepare people and 
be methodical about it. I am also careful to 
explore why we need a change - not change just for 
the sake of change - but if we are going to have 
change it should be to make something better, 
easier or more effective. 
In the following example, one Model I manager will not 
"hear" of change, literally. Her difficulty understanding 
the question put to her could be interpreted as a kind of 
denial or a running from an unpleasant issue. 
Ron - What is your attitude towards change in your 
office? 
Karen - My personal attitude towards change? 
Ron - Yes. 
Karen - I welcome it. 
Ron - Can you identify what forces that might generate 
change in your office? Where would it come from? 
Karen - What forces? 
Ron - Or what might drive changes? 
Karen - What might drive change? 
Ron - Maybe I'm not asking the question clearly enough 
but it goes to the issue of if change were to 
occur what would the forces be that would cause 
it? If you imagined the office entering a change 
situation, what would cause something like that to 
happen? 
Karen - I think it has changed. I think the forces have 
been positive expectations, accountability, caring 
about the work performance. 
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For Model I managers, if change is to take place in 
their administration, it will be orchestrated by the manager 
herself 
Nancy - To some degree I am not the right person to be in 
the department of people that don't like to change 
because it's the square peg in the round hole of 
trying to get people that are very comfortable 
with doing the same thing over and over again - to 
try something that is just not in their nature to 
do. That's a tough one. I think there has to be 
some compatibility between the manager's style and 
the people that they are supervising. Which is 
why I, so many times, go outside my department to 
see if something can happen. I network with 
people that I think are being responsive. 
Steven - Change is suspect in my department. Some of it is 
suspect simply because it moves people out of 
their comfort zones into areas of uncertainty 
("I've been doing this job for a hundred years and 
all of a sudden I feel like I'm not sure of what 
I've been doing") and I understand that. Change 
is difficult and perceived as suspect because 
there are some people who want to maintain the 
status quo because the status quo really 
accommodates their laziness. Change is difficult. 
Ron - And if there are going to be changes in your 
department, who would that be generated? 
Steven - It would be generated, at least for me, the ideal 
would be me articulating again, in a very clear 
fashion what our goals are, why those are our 
goals and then me using the Assistant Chief's, 
which I think is critical to the operation of any 
department, to see to it that those goals are 
accomplished on a daily basis. 
Model II Managers 
Although only one manager in study was assessed as 
exemplifying Model II, it might be useful to see how such an 
orientation is articulated. 
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Mission/Goals. In this area, a Model II manager acts 
out of a collaborative and consultation process, to which he 
brings her own ideas, but in a tentative, exploratory 
manner: 
Charles - - I don't think you have complete constituency but I 
think the fact that you seek out advice, the fact 
that you float trial balloons, that you ask others 
to float trial balloons, that you negotiate, that 
you check in with what others are doing, that you 
compliment people, that you chide them when it is 
appropriate, that you have a very balanced 
perspective when dealing with the plus and minuses 
of any situation. I get others involved in the 
whole process. We float a lot of trial balloons, 
both in written and verbal. I try to compliment 
on the successes that people make. I try to make 
everyone part of the organization to include them. 
We do that by asking people to publicly comment 
where they think we ought to be, so that we have 
common goals. Then what we do, is pull a few of 
those that are attainable and then start to 
develop a mechanism to reach those goals. That 
involves the floating of a lot of trial balloons 
in terms of policy statements, where people have 
an opportunity to write their own perspective 
policy on an issue. They have an opportunity to 
work in a small group with others and those that 
are out for public review, either my own or from 
others, they are circulated throughout the office. 
Evaluation/Feedback. This manager actively solicits 
feedback from multiple sources and is obviously prepared for 
critical comment. 
Ron - How do you know if you are on the right course in 
your office? 
Charles - - I think you have to check-in with people. I think 
you have to check-in with your own staff, clerical 
staff, lawyers, court officers and the judges 
staff. I think it is a constant checking-in 
process. As the lawyers litigants know we don't 
agree on everything that we do but if we can walk 
away and still shake hands or say good morning the 
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next day, then we have done well. I think that 
you have to check-in with others outside your own 
office because if you just checked-in with your 
own office they may be highly please that whatever 
you're doing is what they want to do but it could 
be highly inappropriate in terms of discharging 
own responsibilities to the court and the 
community and to the citizens of the Commonwealth. 
It's a checking-in process and I'm not suggesting 
that we have to have a consensus with everyone but 
you have to have a sense of where people are. 
Change. A hallmark of Model II is a "friendly" 
relationship to change, even change that might call for 
altering one's own style of doing business. 
Charles - I can truly say that I embrace the whole notion of 
change as difficult as change may be. Change is 
very difficult for clerical, for the probation 
staff and the judicial staff but I would like to 
think that we are part of that group of people 
that are involved in change. I am not sure there 
is an ultimate measure in this. If you have a 
healthy organization you are not so concerned 
about curing the problems but about maintaining 
that health and growing. Looking forward and not 
looking backwards. 
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CHAPTER 6 
MANAGEMENT STYLE AS A FUNCTION OF KEGAN STAGE 
The Nexus of Stage and Style 
In a previous chapter addressing the epistemological 
demands of modern management, this author endeavored to 
build on the work of Kegan and his colleagues, who first 
proposed that the mental demands on managers could be 
illuminated when examined in the light of developmental 
theory. To review, Kegan found that modern conceptions of 
management could be understood as making significant "claims 
on the mind" that were uniform across representative 
management theories and, furthermore, correlated 
significantly with the capacities of his Institutional stage 
of meaning-making. He further suggested that contemporary 
culture, as it evolved into the post-modernist era, was 
showing early signs of requiring from adults an 
epistemological capacity closely tied to his Interindividual 
stage. 
In this study, the Argyris-Schon model was examined for 
its implicit epistemological demands and findings generally 
consistent with Kegan's were made. That is, both Model I 
and Model II seemed epistemologically charged, calling for, 
respectively. Institutional and Interindividual stage- 
related functioning. Model X, a third style of managing, 
emerged in the interviews and has been recognized as 
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correlated with features of the Interpersonal stage. While 
this analysis may have a compelling logic to it, it was 
recognized that it would be bolstered by empirical findings 
that tested for the interplay between developmental stage 
and management style. If the previous analysis is valid, we 
would expect a high degree of correlation between Kegan 
stage and Argyris-Schon style, in the predicted direction. 
Table 6.1 
Distribution of Management Style by Developmental Position 
stage Functioning Model X Model I Model II 
Predominantly Interpersonal 7 0 0 
Predominantly Institutional 0 6 1 
Total * 7 6 1 
*The two subjects who did not display a predominant style 
were excluded from this analysis. 
The findings presented in Table 6.1 support the 
position that management style is strongly related to 
Kegan-stage functioning. All seven (7) subjects scored 
as predominantly Interpersonal in their meaning-making 
were scored as exemplars of Model X in their management 
style. This is consistent with the previous analysis, 
which found that Model X incorporated epistemological 
demands consistent with the Interpersonal stage. 
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Of the seven (7) subjects scored as predominantly 
Institutional in their meaning-making, all but one were 
assessed as Model I in their management style, again 
consistent with the finding the Model I management 
called predominantly on an Institutional stage of 
functioning. 
It is interesting to note that the sole subject 
scored as Model II, while not scored beyond stage the 
Institutional stage, was the only subject identified by 
Dr. Beukema, the reliable scorer, as having a 
glimmering of functioning beyond the Institutional. 
Here Dr. Beukema's specific remarks were as follows: 
Subject is disconcerted by own self-questioning, 
which could suggest some movement beyond the 
Institutional. But because it only appears in one 
place, (it is) not a strong enough sign for a 
score beyond "4". 
Across the four demographic categories detailed 
earlier, there were some suggestive but less than 
overwhelming findings. Regarding "age", the subjects 
who scored as predominantly Institutional tended to be 
younger (average age = 43) than those who were 
predominantly Interpersonal (average age = 50). 
Women, who comprised 44% of the research sample 
constituted 50% (3 of 6) the subjects scoring as 
predominantly Institutional. Minorities represented 
25% of the overall sample and 16% (1 of 6) of the 
Institutional subjects. Finally, Institutional 
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subjects were slightly experienced as managers 
(averaging 7 years) than the predominantly 
Interpersonal (averaging 15 years). 
While these findings are suggestive of 
characteristics that could be focused on in a larger 
study, the differences observed can not be taken as 
significant due to the small sample size. 
To summarize, we have demonstrated the 
interrelationship between developmental stage and 
management style in two ways: 
-through making the case that each of the three 
models of management has an implicit epistemology 
that is uniquely related to distinct Kegan stages; 
-through independent scoring of sixteen (16) 
subjects for Kegan stage and management style 
(relying on the Argyris-Schon model) and finding a 
high degree of correlation between stage and 
style. 
The Characteristic Constructions of 
Management bv Stage 
While we have already heard the voices of the 
"manager as epistemologist" in many of the excerpts 
which were used to illustrate typical enunciations of 
both stage and style, we could return to our subjects 
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for the final time, in passages which were chosen as 
pure examples of formulations that were scored as 
simultaneously revealing of developmental stage and 
management style: 
The Interpersonal Manager. In the following 
passages we see two of the Interpersonal managers, who, 
in their approach to work, signify their deep 
attachment to a culture of mutuality and shared 
realities. 
Elaine 
Ron - 
Elaine 
Ron - 
Elaine 
Ron - 
Elaine 
I tend to be a compromise type person. So 
it's all according to what, when it was 
realized, that the results would not be 
enjoyed by all. I tend to try to compromise, 
if it were earlier enough I would try to 
negotiate - "well if you can't have the 
whole thing, what would you be satisfied 
with". If it were after the fact, the way I 
would rectify it is not make the same mistake 
again. 
So if I were to put the question this way - 
kind of peak moments - in your work currently 
- where you feel that you are really cooking 
- what makes it a peek moment? 
That's a hard question to answer just because 
you used the word peak. I can see the 
mountain tops. 
What I am thinking is the most gratifying 
moment. When you really feel that this is 
about as good as it gets. What's going on 
that makes it that way? 
I don't think I have ever had that feeling. 
I always hope that it is a better time yet. 
But I had feelings that this was good. 
What triggers that? 
I think it's probably gratification from 
others. That's probably one of the things 
that triggers it. Again, I'm just back to 
gratification, acknowledgement. You have 
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Larry - 
Ron - 
Larry - 
Ron - 
Larry - 
your product, it looks good, it's whatever 
you visualized at the beginning is here at 
the end, it's what you thought it would be. 
I guess that's about all that would trigger 
it. 
Well the worst part is that, I think that 
working in a small office, some judges will 
come in here and they will think of us as a 
passing. In other words, we are not as 
significant as others. I think that for the 
27,000 people that live in our jurisdiction 
that is not so. For someone to even think 
like that it irritates me. 
What irritates you the most about these 
comparisons when they are made? 
Usually small courts are looked on, I think, 
as really insignificant parts of the system. 
But if I remember correctly, I think that 
most of the courts throughout the 
Commonwealth about 60% to 70% are smaller 
courts, having 5 or less probation officers. 
So therefore that irritates me, that they 
lose perspective. The second issue I think 
that really irritates me is that nobody 
thinks about the care and concern that these 
27,000 people need. What happens is that 
when the criticism comes I see the staff 
here, I mean the secretaries actually taking 
on cases and getting involved with the kids 
who come in for the afterschool programs. I 
see all these happening and then I see a 
person out of total ignorance making the kind 
of judgements without the kind of 
information. That is tremendously 
irritating. You don't get any type of 
attention, either negative or positive. No 
matter what you do out here it doesn't really 
matter to anyone if you look at it from a 
global view. And that everybody will just 
ignore the existence and efforts of everybody 
in this office, in this court or in this 
jurisdiction. 
You mentioned the sense of being ignored. 
Can you say what the hardest part of that is? 
That you are not important. That the work 
that you are doing is totally unimportant 
(emphasis added). 
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Ron - 
Kris - 
Ron - 
Kris - 
Ron - 
Kris - 
Ron - 
Kris - 
I think we have time for one more card, if 
you want to choose one. 
Torn and conflict. Having a friendship with 
staff people here on personal level and 
social level and being at their homes and 
they being at my home, is difficult when 
confronting them about their work. I find 
that very difficult. 
What is the most difficult about that? 
It's like, since you are my friend why are 
you making me confront you. "You are my 
friend, why are you doing this" and I say 
"you have to come in on time, you can't come 
in late" - "you have to work 7 1/2 hours" and 
all the more reasons because we are friends, 
I have to speak to you. 
Have you resolved it for the moment or does 
it still feel like it's something that is up 
in the air? 
It's still up in the air because a few of 
them, I do personally and deeply care for. 
We have done social things. They shared 
events in their lives and I have shared 
events in my life on a personal level. 
Let's say you made a decision, in terms of 
ending the social part, what would be the 
hardest part of that? 
That would be a tremendous lost. I think I 
would feel lonely here. 
The Institutional Manager. In the following 
passages from interviews with two of the Institutional 
managers, we see the hallmarks of a Model I manager's 
orientation to a self-starting, self-evaluating 
conception of work embedded in a personal epistemology 
that reflects the self's own system for being-in-the- 
world. The Institutional manager runs her own show. 
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Tonia 
Ron - 
Tonia - 
Ron - 
Tonia - 
Steven - 
Well, I think the positive is that I readily 
accept responsibility for whatever is 
assigned to me or that I take on. I try to 
the best of my ability to make the project 
come through. I have the freedom to work at 
it in whatever way I choose. For me that is 
exciting. Not that I have to do it on my 
own, I certainly have come to the point where 
I have delegated certain tasks to others. 
That is not the issue. But I also have no 
problem at that point to monitor the work of 
others to make sure that it is done. I also 
recognize that is really important. Not that 
I think people fail but I think it may not be 
a priority to someone else as it is to me. 
It is important to me at the final outcome 
that the project is finished, concluded to 
the best possible way that I can deliver it. 
Why is that important? 
Because I am a perfectionist! I like to put 
my best foot forward whenever possible and to 
do the best possible job that I can. Also 
understanding at times that may not happen 
and those are painful times for me. But at 
the same time having the satisfaction of 
knowing that I put forth the best effort that 
I can muster up at that time to devote to a 
certain project. 
Let's imagine a situation when things did not 
go well - they did not come through or the 
project was not up to your standards. What 
would the worst part of that be for you? 
Well probably the let down of it not being 
satisfactory to me. Out of that the painful 
part of that is sitting back after you have 
all of the feelings of then evaluating what 
went wrong. What can I do in another 
circumstance to rectify the situation. What 
have I learned from this? And how can I 
apply this into other instances and other 
circumstances? 
"Change". I am now quicker to make a 
decision, which I know will cause some 
consternation but I am convinced it has long 
term benefits. Now I feel like I have 
established myself as the boss. I don't take 
as much time to build consensus to make a 
decision. The reason I don't do that is 
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because everything cannot be democracy. 
Sometimes as a leader and as a manager, you 
just need to make tough decisions, whether 
the fallout is positive or negative. That 
doesn't mean that I don't listen to people. 
I have always listened to people, but I'm 
probably a little quicker moving on an issue. 
A Scale for Constructions of Management 
One of the goals of this research was to develop, 
if the findings were supportive, a "soft scale" of 
developmental orientations to managing, i.e., a working 
theory of how the task of management is differentially 
constructed by Kegan stage, informed by the results of 
the study. 
Such a scale is presented in Table 6.2. By 
drawing on both the analysis of epistemological demands 
as well as the findings from the interviews regarding 
characteristic, stage-related expressions of the 
managerial role, I have derived a model for ways in 
which stage functioning connects with styles of 
management; it constitutes a theory about the manner in 
which the different constructions of the task of 
management have found expression at each of Kegan's 
adult stages, as mediated by the features of three 
management models. 
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This model can take its place in related lines of 
research, form the basis for future studies, and 
influence the ways in which organizations approach the 
task of recruiting and training effective managers. 
Each of those implications will be reviewed in the 
final chapter. 
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CHAPTER 7 
CONCLUSIONS AND IMPLICATIONS 
Findincrs Placed in Context 
The findings reported here can take their place in 
line of research that has emerged in the last twenty 
years which seeks to understand management in the light 
of developmental theory. We have seen that a growing 
number of scholars of management have been persuaded of 
the explanatory power of developmental theory in 
understanding the nature of effective management. 
While much of this work has been purely theoretical, 
comprised of exercises in theory-building, four 
published studies were noted that provided an empirical 
link between developmental stages and managerial 
effectiveness. This work has been bolstered 
considerably by the recently published work of Robert 
Kegan (1994), in which his own theory is offered as a 
template to overlay on current management theories, 
leading to the delineation of implicit epistemological 
demands characterizing contemporary as well as 
futuristic models of management. The findings of this 
study support and reinforce the general findings that 
emerge from these prior efforts. First, I have shown 
that one dominant contemporary theory of management - 
the Argyris-Schon theory - can be seen as having 
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distinct epistemological features connected with its 
two major models. Specifically, I found through 
analysis that both Model I and Model II pulled for 
distinct Kegan stages of meaning-making, the 
‘ Interpersonal and Institutional stages, respectively. 
In addition, I found that in a group of sixteen public 
sector managers independently scored for stage and 
management style, there was a high correlation between 
stage and style, which provides empirical support for 
the notion that management can be usefully and 
appropriately understood as an exercise in 
epistemology. 
Finally, by examining the ways in which management 
is understood by the subjects at their respective 
stages and the ways in which those stage-related 
positions converge with the epistemological analysis of 
the management models, I have been able to develop a 
model of stage-related constructions of management that 
illuminates the way in which overall manner of meaning¬ 
making of individuals are reflected in their approach 
to management. 
In summary, this study has provided additional 
support for the developmental understanding of 
management, both analytically and empirically, and has 
added to the extant body of research in this area 
through the delineation of a preliminary model of 
stage-related constructions of the task of management. 
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In the following section, I will explore what 
these findings, and the line of inquiry which they 
join, may imply for both organizational practice and 
further research. 
Development by Design? 
If we accept the proposition that attainment of 
higher developmental stages will lead to a concomitant 
increase in managerial effectiveness (because key 
managerial skills have developmental thresholds), what 
then are the implications for organizations that, 
naturally enough, wish to improve the functioning of 
their managers? Two possibilities arise. If cognitive 
development is a naturally occurring phenomenon, 
impervious to outside intervention, then organizations 
would have to rely solely on recruitment practices for 
obtaining highly developed managers. If however, 
development can be directly influenced through 
purposeful intervention, then quite different 
implications ensue. It would then be possible to 
reflect on opportunities that organizations could 
create for employees that would foster developmental 
growth. 
What about the prospect of development by design? 
There is much to be encouraged by in this regard, both 
in the work of the developmentalists and the management 
theorists. Beginning with Piaget, and continuing 
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throughout the work of the neo-Piagetians, a cardinal 
principle regarding developmental movement has been 
that it is driven by the on-going interaction of 
subject and environment, through a kind of self-world 
‘dialectic. In perhaps the major article on promoting 
cognitive development, Kohlberg and Mayer (1972) 
describe growth as unfolding from "innate tendencies in 
interaction with the environment", claiming that 
"development depends on experience" which itself will 
constitute a "dialogue between (individual) cognitive 
structures and the structures of the environment" (p. 
457). Development is not inevitable, they suggest, but 
can be generated by exposure to the appropriate 
experiences. 
Among the management theorists cited in this 
study, Kuhnert and Lewis (1987) as well as Bartunek and 
her colleagues (1983) wax optimistic in their views 
about the engineering of development. 
Fundamental to these approaches are 
the assumptions that cognitive 
complexity and adult development 
represent generic capacities that 
can be transformed (emphasis 
added), given repeated exposure to 
situations calling for greater 
complexity and also appropriate 
challenge and support in enlarging 
one's frame of reference (Bartunek 
et al, 1983, p. 277). 
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Kitchener and King (1990), who have developed a 
theory about the growth of reflective judgement, join 
in this optimism: 
We suspect that educational 
experiences, whether inside or 
outside the classroom, can be 
deliberately designed to challenge 
meaning perspectives and that these 
challenges along with appropriate 
environment support will promote 
growth (p. 174). 
But is this optimism supported by related 
research? While the data is limited on this point, it 
is nonetheless encouraging. 
Blatt and Kohlberg's work (1973) was perhaps 
pioneering in this connection. They were able to 
demonstrate that there are training/educational 
programs which can successfully stimulate moral 
development. In examples more related to the domain of 
management, Weathersby and Bartunek (1982) report on 
their successful efforts at raising the levels of 
"complicated understanding" (which they conceptualize 
in developmental terms, relying on the theory of Jane 
Loevinger) over the course of a ten month intervention 
with administrators of a religious order. Basseches 
(1984) reports on work conducted with colleagues in 
which levels of social-perspective taking (an 
explicitly developmental construct) were significantly 
raised within ten weeks of introducing democratic- 
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participatory elements into an experimental workplace. 
Most recently, Weathersby (1993) reports on her efforts 
in teaching a "leadership" course to managers in Sri 
Lanka - a course consciously designed as a 
developmental intervention - which yielded results 
reflecting the fact that one-third of her subjects 
showed developmental movement (as measured by 
Loevinger's Sentence Completion Test) by the end of the 
course. 
To note these various findings are not to suggest 
that planned development is either easily or quickly 
achieved. Kegan (1994), in reviewing results of a 
longitudinal study of evolution in meaning-making 
structures, notes that development, where it occurs, 
does so "only very gradually never more than two 
discriminations, that is, fifths of the way from one 
order of consciousness to another" (p. 188). 
Nevertheless, we seem to have learned something about 
the conditions which facilitate development, however 
incremental or hard-won. Kegan summarizes the views of 
a wide assortment of developmentalists with the 
following conclusion: "I would say this, people grow 
best where they continuously experience an ingenious 
blend of support and challenge, the rest is commentary" 
(p. 42) . 
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Bass0ch0s (1984) ad.d3r0ss0s this th0m0 of coinbining 
chall0ng0 and support in prosonting his notion of 
"optimal mismatch": 
For an aducational oxporionca to promoto 
d0V0lopm0nt, it must challongo thos0 
structuras of raasoning which the individual 
US0S to make sense of the world (p. 302). 
This idea of presenting challenges which are 
sufficient to open the individual to 
developmental possibilities, but not so great that 
the individual will defensively close down to such 
possibilities, is not new in developmental 
psychology. This relationship between experience 
and existing structures can be described as one of 
optimal mismatch. An environment which offers 
optimal mismatch, combined with general supportive 
features which promise to socially affirm the 
integrity of individuals while they bear the risks 
of putting aside ways of looking at things that 
they have previously relied upon in order to build 
others, is likely to promote development (p. 304). 
Weathersby, (as cited in Bartunek et al, 1983), in 
her discussion of the characteristics of learning 
environments that promote adult development, maintains 
that development will be stimulated by teaching 
techniques that include the following: 
Both cognitive content and personal 
experience; opportunities for participant 
goal-setting and self-initiated action; a 
supportive interpersonal climate that allows 
for risk-taking and self-disclosure; time for 
personal and group reflection; opportunities 
for personal comment on events; multiple 
teaching approaches (such as cases, readings, 
exercises, role plays, speakers, action 
projects, discussions, and lecturettes); 
multiple observational frameworks; and a 
design that allows periodic recycling of concepts 
at successively greater depth (p. 277). 
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In addition to educational strategies that may 
foster development, Basseches (1984) has described 
organizational conditions and qualities that are 
equally development-inducing. Workplaces that arrange 
for employees to continually face new tasks and enter 
into "wider circles of social relations with 
....favorable balances of power" (p. 358) will 
naturally stimulate adult development. Basseches 
concludes: "Thus, whether individuals' workplaces 
function effectively as contexts for their development 
depends on how the structure of the organization 
distributes responsibilities and organizes social 
relations within the workplace" (p. 359). 
Having some sense now of the predicates for 
individual development, both through training and 
education, as well as through a transformation of the 
ways in which workplaces are organized, what confidence 
can we have that such opportunities and 
transformational practices will be undertaken? Here, 
we may not so easily be hopeful. Workplaces, Kegan 
(1982) suggests, inevitably face a decision about 
whether they will stand pat in the face of the status 
quo, developmentally speaking, or extend themselves in 
the direction of creating a growth-inducing 
environment. Kegan is not encouraged by what he has 
seen of organizations as a consultant: "Because the 
maintenance of the system is ultimate, it is deemed 
4 
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more important to find new people who can fit in than 
to respond to the challenge of recognizing those who 
are growing in one's midst" (p. 249). Kegan is no more 
optimistic in his new book, referring to organizations 
which "subtly punish or overtly undermine efforts at 
self-initiation" (1994, p. 169). 
However daunting the obstacles to infusing the 
workplace with developmental principles and generating 
among employers a strong commitment to fostering 
employee growth throughout adulthood, we do know a good 
deal about what it would take to reshape organizations 
in the service of promoting development. In the 
following section, I will venture some ideas as to how 
combined efforts in research and organizational 
development could advance such an agenda. 
Future Research and Organizational Experimentation 
The discovery of the mismatch for at least some 
portion of our lives between the complexity of the 
culture's "curriculum" and our capacity to grasp 
it awaits those with practical as well as 
theoretical interests in the support, education, 
training, or mental health of individuals. 
Therapists, educators, managers and trainers may 
find a new clue to the sources of stress in 
contemporary living and a new conception of the 
consciousness thresholds individuals may have to 
reach in order to satisfy contemporary 
expectations of love and work. (Kegan, 1994, p. 
11) . 
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The Research Agenda 
Advancing the developmental agenda, as described 
in this study, will depend upon two intertwined 
efforts: first, the undertaking of additional theory¬ 
building to reinforce and extend findings made to date 
on the nexus between developmental theory and 
managerial theory; second, an expansion of 
organization-based experimentation and action research 
to test the principles which emerge from the growing 
theory base in this area. Specific initiatives in both 
areas will be discussed. 
Regarding theory building, research must go 
forward in ways that parallel efforts undertaken by 
developmentally oriented management researchers. 
Specifically, the research agenda should include three 
principal efforts: 
1.) Expanding our undertaking and discovery of the 
epistemological demands of contemporary models of 
effective management. The notion that the qualities of 
mind called for by prominent management models contain 
developmental thresholds has been growing over the past 
twenty years, in a line of research amply detailed in 
this study. Kegan's recent work (1993; 1994) has lent 
significant weight to the validity of this argument and 
the study reported here adds additional support. It 
remains for researchers to continue to expose newly 
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emerging theories of cutting-edge management to an 
epistemological analysis, so that the utility and 
validity of this framework for understanding the "deep 
structure" of managerial skill can be confirmed or 
refuted. For example, the number of books and articles 
promoting various models of "leadership", a term which 
is replacing the more mundane "management" in the 
literature, is growing exponentially (Hogan et al, 
1994) . In 1994 alone, two major books on this subject 
have been published - Robert Behn's Leadership Counts 
(1994) and Ronald Heifetz's Leadership Without Easy 
Answers (1994). The argument for management as an 
exercise in epistemology would be enhanced by an 
analysis of these and other leading writings. 
2.) Testing for the Correlation of Stage and 
Style. Discoveries of implicit epistemologies in 
management theories receives "real world" confirmation 
when, as in this study, those managers who exemplify 
the models of management which are thought to call on 
certain stage-related functioning are found to, in 
fact, be operating from the related stage, when 
assessed according to the standard developmental 
protocols. In other words, we can corroborate findings 
regarding the developmental requirements inherent in 
certain styles of management by testing to see if 
managers who possess particular managerial styles are 
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scored as exemplifying the related, developmental 
stage. 
3 • ) Correlatincr Higher Stage with Organizational 
Success. To date, the concept that higher stage 
managers are likely to be more successful has been 
advanced in theory only, with no significant empirical 
support. What has been seen is that the capacities 
thought to be associated with greater success appear to 
be more commonly found in higher stage individuals. 
Yet it remains to be discovered if that actually 
translates into measurable success at the managerial or 
executive level. Research efforts could easily test 
this proposition by involving targeted organizations in 
the identification of "pace-setters" within their 
management ranks - individuals who are widely thought 
to represent effective practice at the highest level, 
perhaps using peer ratings along with more, concrete, 
"bottom-line" measures - and then testing those 
exceptional individuals for developmental stage. 
Developmentalists as a group - from Kohlberg to Kegan - 
have in different ways made the case for higher being 
better by suggesting that those in advanced 
developmental stages are, for instance, capable or 
understanding and resolving more problems and conflicts 
than less developed individuals (Kohlberg and Mayer, 
1972). Nonetheless, we might expect anomalous 
findings. For example, it may be that those capacities 
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applauded by management theorists have little impact in 
the real world. We must also be alert to the 
possibility that the organizational context or culture 
may itself "pull for" and reward certain stages of 
functioning, while perhaps retarding growth beyond a 
certain level. Research would help to settle these 
important concerns. 
The Organizational Agenda 
In addition to providing a laboratory for the 
research described above, itself an important 
commitment, organizations can take a number of 
additional steps to promote organizational and personal 
development. In a general way, it would be helpful to 
sensitize all staff, especially supervisors and 
managers, to the developmental paradigm. Kegan (1994) 
calls on all those who "have another in (their) 
employ", who manage, lead, supervise, or evaluate 
others" (p. 10) to be alert to the mental demands we 
subject others to and more understanding of the fact 
that, where they are not equal to the demands, it is 
not necessarily a product of resistance or incompetence 
but a temporary (one could hope) mismatch between the 
complexity of the task and the developing mind. An 
appreciation for developmental process and the pathways 
for growth could introduce a new and heartening 
sensitivity to the task of management, one in which 
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shortfalls and impasses are better understood and 
overcome. As Kegan suggests, "we all feel much less 
sympathetic toward people we think have let us down 
because they choose to than toward people we think have 
let us down because they are unable to do otherwise" 
(p. 380) . 
Some developmentally-oriented management theorists 
have emphasized the importance of promoting higher- 
order capacities in the leaders of such organizations, 
so that they can model such capacities and create 
environment that facilitate their use. 
Organizations assume the interactional style 
of their leaders, who set the climate in 
which norms and values are communicated and 
determine the manner in which strategy 
planning, decision making, human resource 
management, and innovation occur. If top 
management lacks tolerance for divergent 
perspectives, perceives simplistic causes for 
complex organizational problems, and 
interacts defensively with others, the 
organization as a whole will have these 
dysfunctional characteristics (Bartunek et 
al, 1983, 279) . 
Secondly, organizations interested in fostering 
development by design could undertake the creation of a 
developmentally-sensitive management training program. 
In the section above dealing with development-enhancing 
teaching and training environments, we have seen what 
some of the necessary conditions for such a program 
might be. Those who are involved in such efforts 
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already, cited above, would caution such organizations 
that programs which are likely to be effective in this 
regard must possess both intensity and duration: they 
must work regularly with the trainees or students, over 
a long period of time. As Weathersby and Bartunek 
(1982), suggest "one course won't do it" (p.l4). There 
are no quick fixes. 
Corporate America surely is interested in seeing 
its employees become more effective. It may be, as 
Kegan suggests, that they simply have not framed the 
problem in the most useful way. 
What may be lacking is an adequate conception of 
the changes people need support in making to 
become more effective at work. What may be 
lacking is an understanding that the demand of 
work, the hidden curriculum of work, does not 
require that a new set of skills be "put in" but 
that a new threshold of consciousness be reached, 
(p. 164) . 
A major firm of organizational consultants - the 
Center for Effective Leadership - is currently working 
on a leadership training model, based explicitly on the 
principles of Kegan's work (Van Velsor and Palus, 
1993) . As this effort progresses, we will learn more 
about the efficacy of such efforts. 
In addition to the construction of training-for- 
development programs, organizations could consider more 
radical steps, such as the restructurings identified by 
Basseches (1984) as fostering development. According 
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to his approach, employees organize as they are 
organized - they reflect the structures in which they 
are embedded. Accordingly, workplace arrangements will 
either retard or facilitate growth. As we have seen, 
those organizations in which job diversity and exposure 
to increasingly sophisticated assignments are promoted, 
and where opportunities for collective action and 
coordinated teamwork are encouraged, are supportive of 
individual development among employees. Basseches' 
vision for the democratic workplace may stretch 
corporate America more than it is comfortable with, but 
it is consistent many of the qualities attributed to 
vanguard organizations as described by Katzenbach and 
Smith (1993) in The Wisdom of Teams: Creating the High- 
Performance Organization. 
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A Final Word 
For those interested in the developmental 
dimensions of working and managing, the work necessary 
to confirm the power for organizations of the 
developmental vision has only just begun. Whether 
through additional research, training-for-development, 
or restructuring the workplace to adopt developmental 
features, there is much that organizations and those 
who would assist them in this process can do to 
revitalize the search for an encompassing model of 
adult competence and expertise, one that aids 
organizations to greater effectiveness as it also 
fosters personal growth toward an evolving sense of 
adequacy and mastery. It is this capacity for 
simultaneously serving personal and organizational 
development that is the true magic of this model. 
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■Public & Private 
•• ANNAQUINDLEN 
Daughter 
Of the , 
Groom 
father w.as married for the ■ 
third time last month. This makes 
; hlih sound a good deal more Liz Tay- 
' lorlsh than Is accurate or fair. He Is, 
happily, a good man who loves wom¬ 
en and who, sadly, has had two wives' ’ 
d|e 6f ca'ncer. Our eldest child wanted 
to^tell the bride, a warm and Intelli¬ 
gent woman we liked Instantly, that 
th^re'was a curse on Crandpop. 
But there was a blessing on him, 
really, and that was that he has been 
able to learn from death and grief the 
n)o^ useful lesson they can teach, the 
value of life and happiness. He has 
taught me that, too, as he has so 
many other things. 
I was raised as my father's oldest 
ton. I have always known how to fish, 
I and I have always known how to talk 
back. 1 don’t know If we girls who 
were to raised missed out on the 
standard romantic attachment to our 
filhers, or If It took a different form. 
■That attachment Is powerful, and, 
oh. Dr. Freud, It Is alive and well: 
When my daughter says to her father, 
"Ph, Daddy, I like your tie," she 
seems to Imply by tone and manner 
that he nurtured the worms, harvest¬ 
ed the silk, designed the pattern, 
seyved In the lining and Invented the 
four-ln-hand knot, all before break¬ 
fast , 
My relationship with my father 
was more man to man. He required of 
a fully developed human being that 
s^e,.have exhaustively stifdled both 
Max Shulman and Machlavelll, 
Django Reinhardt and Louis Arm¬ 
strong, that she never, ever, call 
N'.Orllns New Or-leeens or Philadel¬ 
phia Phllly. His motto was "winners 
need not explain." He treated B's as If 
they were F's. He was fast and funny; 
If you couldn’t keep up, you got left 
-1 kept up. 
.I,was lucky In many ways. I’ve 
l^ard about the men who treat the 
birth of-girl children as something 
only slightly belter than a death In the 
fanilly. I’ve read about Elizabeth 
Barrett and the poor BrontCs. If you 
look In the Index of Bartlett’s Famll- 
lar.Quotatlons for the word "father," 
th^re-are^wo" full colulTlns of entries. 
•’But a large number of those are ref¬ 
erences to Cod. 
My father exercised only the tyr- 
anny of his expectations, but It wa^ • ■' 
tyranny enough. And then, not so 
mapy years ago, I realized that, like a 
heart transplant after the rejection 
phase, his expectations for me had 
become my own. And I stopped valu¬ 
ing myself by how my father valued 
me. I know from literature and life 
that that Is perhaps the greatest pas- 
aaae that hurnan beings ever make. 
. in ner novel "The Lost Father," 
Mona Simpson writes of one woman’s 
odyssey to find the parent who had 
Happy 
Father’s Day 
to the man, 
not the 
mountain. 
abandoned her. "I decided if 1 ever 
Saw him again he would not be my 
father, but just a man," she says. But 
of course It is not really her father she 
IS looking for at all, but herself. "I'm 
still looking, just not there," she con¬ 
cludes after the father has bom 
found, and found wanting. 
• "There’s an axiom In Zen Bud¬ 
dhism that goes something like this,” 
the novelist Mark Leyner said when 
his father was being honored at a 
testimonial dinner. "Before you study 
Zen, a mountain Is just a mountain; 
while you study Zen, a mountain Is 
more than a mountain; when you've 
finished studying Zen, a mountain Is 
just a mountain.” . 
I confess that this is the first Zen 
wisdom that has ever seized my fan¬ 
cy, Instantly. My father is just a 
mountain to me now, a man and not a 
mirror. This enables me to love him 
os 1 never could when I saw only my 
own splayed reflection In the lenses of 
his' glasses. His expectations were 
j)/ird on me, but they look me places 1 
would never have gone otherwise. A 
'curse, a blessing, all In one. We might 
as well have a universal support 
group: Adult Children of Parents. 
.' I have never understood those peo¬ 
ple who believe It Is possible to cut the 
ties that bind without taking a big 
chunk out of yourself. My first word 
was Bob, which Is my father's name. 
Perhaps It was when I had childre;. 
myself that 1 lost the habit, carried 
well into adulthood, of seeing him 
trough a child’s eyes. 
., 1 was less the daughter of the 
g'room at his wedding than I was the 
inother of the flower 'girl, worried 
more about whether she would lift 
her flowered skirts over her head 
during the ceremony than how I felt 
'about yet another woman In my fa¬ 
ther’s life. My father says my daugh¬ 
ter Is much like me when small. And 
,my daughter loves her daddy so. And 
so it goes, has always gone, will al¬ 
ways go. ;• □ 
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LETTER TO SUBJECTS REQUESTING PARTICIPATION IN STUDY 
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February 28, 1994 
Chief Probation Officer 
District Court Department 
Dear 
I am writing to ask you to participate in a study I am 
undertaking on the relationship between thinking styles and 
management styles. I have become interested in the question 
of whether our characteristic approaches to thinking, 
reasoning, and interpreting events overall have any 
patterned connection with how we approach the task of 
management. 
With each of approximately sixteen subjects chosen to 
represent the diversity among management ranks in probation, 
I would be conducting an individual, semi-structured 
interview of ninety (90) minutes duration. During that 
interview, I would ask you to reflect on a few recent 
experiences of your choosing in connection with your work as 
a manager, in order to gain a sense of how you organize and 
make meaning of your work-related experiences. Also, I 
would be inquiring as to your general approach to 
management. 
If you're willing to help, I would like to schedule a 
time during March when you would have an hour and a half to 
spare. The interview does not require any preparation and 
you would certainly be welcome to a copy of my findings when 
the study is completed. 
I believe this research will have some very practical 
value for how we structure and conduct management training 
in the Mass. Probation Service. 
I'll be calling you in a few days to discuss this 
further. 
Thanks. 
Sincerely, 
Ronald P. Corbett, Jr. 
Deputy Commissioner 
Field Services 
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CONSENT FORM 
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Informed Consent Form for study of 
"Management Style as a Function for Adult Development Stage" 
To Participants in the Study: 
I am Ronald P. Corbett, Jr., a doctoral student at the 
University of Massachusetts/Amherst and a Deputy 
Commissioner in the Massachusetts Probation Dept. I am 
undertaking research into the relationship between stages of 
adult development and managerial style. 
You are one of sixteen subjects invited to participate 
in the study. Each subject holds a management position in 
the state probation department; selections were made to 
provide a range of diversity in terms of age, years of 
service, gender, race and work location. 
Each subject will undergo a semi-structured interview 
of approximately ninety (90) minutes length, referred to as 
the "Subject-Object" Interview. The "S-0" interview is 
designed to elicit material relevant to an individual's 
stage of epistemological (meaning-making) functioning, in 
accordance with the stage theory of developmental 
psychologist Robert Kegan. The interview will consist of 
discussion about a variety of generic experiences and 
emotions connected with the workplace and your role as a 
manager. Each interview will be structured so as to allow 
for discussion of individual orientation to the basic tasks 
of management. 
My intention is to examine the interview data from all 
subjects so as to establish whether there are any patterned 
connections between epistemological stage and managerial 
style. 
I want to assure you that all interview material will 
be treated with the strictest confidentiality. All 
interviewees will be given fictitious names in the report of 
the research; identifiers will be changed where necessary, 
as will detailed statements in the interview, so that 
identification of the subjects will be prevented. 
While I hope you will agree to participate, you should 
feel free to decline the invitation or to withdraw from the 
study at any point. You may also decline to answer any 
particular question put to you during the study. 
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If you wish, you may examine a transcript of your 
interview for accuracy. I will make a copy of the final 
report (the dissertation) to any subject who is interested 
and discuss my general findings with you, if you wish. 
In signing this form, you are agreeing to take part in 
this study under the conditions set forth above. You are 
also assuring me that you will make no financial claim on me 
now or in the future for your participation. 
I, _, have read the 
above statement and agree to participate in the study under 
the conditions state above. 
Signature of Interviewer Signature of Subject Date 
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AFFIDAVIT OF "RELIABLE SCORER" 
163 
STEPHANIE BEUKEMA, Ed.D. 
3 CONCORD AVENUE 
CAMBRIDGE, MASSACHUSETTS 02138 
617 / 576-0854 
August 22, 1994 
To Whom It May Concern: 
This is to \’erify that I am a "reliable scorer" with respect 
to the Suject-Object Interview Protocol. In connection with his 
doctoral research, I agreed to score sixteen ( 16) interviews 
conducted by Ronald P. Corbett, Jr. for stage-related functioning 
on the Kegan scale. 
Mr. Corbett and I subsequently discussed the interviews and, 
in particular, those interviews on which we reached different 
scores. All such cases were satisfactorily reconciled. 
Sincerely, 
164 
BIBLIOGRAPHY 
Ackoff, R.L. (1974). Redesigning the future. New York: 
Wiley. 
Amey, M.J. (1991, April). Constructive development theory 
and leadership. Paper presented at annual meeting of 
AERA, Chicago, Illinois. 
Argyris, C. (1991). Teaching smart people how to learn. 
Harvard Business Review. May-June, 1991, 99-109. 
Argyris, C. & Schon, D.A. (1974). Theory in practice: 
Increasing professional effectiveness. San Francisco, 
CA: Jossey-Bass. 
Bartunek, J.M., Gordon, J.R., and Preszler-Weathersby, R. 
(1983) . Developing Complicated Understanding in 
Administrators. Academy of Management Review. Vol 8. 
No. 2, 273-284. 
Basseches, M. (1984). Dialectical thinking and adult 
development. Norwood: Ablex. 
Behn, R.D. (1991). Leadership Counts: Lessons for Public 
Managers. Cambridge: Harvard University Press. 
Belenky, M.F., Clinchy, B.M., Goldberger, N.R. and Tarule, 
J.M. (1986) . Women's wavs of knowing: The 
developmental of self, voice, and mind. New York: 
Basic Books. 
Bigelow, J.D. (Ed.) (1991). Managerial skills: 
Explorations in practical knowledge. Newbury Park: 
Sage Publications 
Bringuier, J.C. (1980). Conversations with Jean Piaget. 
Chicago, IL: University of Chicago Press. 
Cross, K.P. (1981). Adults as learners. San Francisco: 
Jossey-Bass. 
Drath, W.H. (1993). Why Managers Have Trouble Empowering: A 
Theoretical Perspective Based on Concepts of Adult 
Development. Greensboro: Center for Creative 
Leadership. 
Drucker, P.F. (1973). Management: Tasks. Responsibilities. 
Practices. New York: Harper and Row. 
Duncan, W.J. (1989). Great ideas in management. San 
Francisco: Jossey-Bass. 
165 
Fisher, D., Merron, K., and Torbert, W. (1987). Human 
development and manacrerial effectiveness!. Group and 
Organization Studies, 12 (3), 257-273. 
Fisher, D., and Torbert, W. Transforming managerial 
practice:Beyond the achiever stage. Research in 
organizational change and development. 5, 143-173. 
Gilligan, C. (1982). In a different voice. Cambridge: 
Harvard University Press. 
Heifetz, R.A. (1994) Leadership without Easy Answers. 
Cambridge: Harvard University Press. 
Heifetz, R.A. and Sinder, R.M. (1988). Political Leadership: 
Managing the Public's Problem Solving. In Robert Reich 
(Ed.), The Power of Public Ideas. Cambridge: Harvard 
University Press. 
Hersey, P. and Blanchard, K. H. (1982) . Management of 
Organizational Behavior: Utilizing Human Resources. 
Englewood Cliffs: Prentice-Hall. 
Hogan, R. and Curphy, G.J., and Hogan, J. (1994). What we 
know about leadership: Effectiveness & Personality. 
American Psychologist. Vol. 49. No. 6, 493-504. 
Katz, R.L. (1955) . Skills of an effective administrator. 
Harvard Business Review. 33. 33-42. 
Katzenbach, J.R. and Smith, D.K. (1993). The Wisdom of 
Teams: Creating The High-Performance Organization. 
Cambridge: Harvard Business School Press. 
Kegan, R. (1982) . The evolving self: Problem and process 
in human development. Cambridge: Harvard University 
Press. 
Kegan, R. (1994) In Over Our Heads: The Mental Demands of 
Modern Life. Cambridge: Harvard University Press. 
Kegan, R., Broderick, M., Guido, J., Popp, W., Portnow, K. 
(1993, June). A new model of coping with adulthood: 
Epistemological demand and capacity in the decade of 
the thirties. Paper presented at meeting of Society 
for Research in Adult Development, Amherst, MA. 
Kegan, R., Noam, G.G., Rogers, L. (1982). The psychologic of 
emotions: A neo-Piagetian view. In D. Cicchetti and P. 
Hesse (Eds.), New Directions for Child Development: 
Emotional Development (pp. 105-128). San Francisco: 
Jossey Bass. 
166 
Kegan, R. and Lahey, L. (1984). Adult leadership and adult 
development: A constructivist view. In B. Kellerman 
(Ed.), Leadership: Multidisciplinary perspectives (pp. 
199-226). Englewood, N.J.: Prentice-Hall, Inc. 
Kitchener, K. and King, P.M. (1990). The reflective 
judgement model: Transforming assumptions about 
knowing. In J. Mezirow and Assoc. (Eds.) , Fosterincr 
critical reflection in adulthood (pp. 159-176). San 
Francisco: Jossey Bass. 
Knefelkamp, L., Widick, C. and Parker, C. (1978). Applying 
new developmental findings. San Francisco: Jossey- 
Bass. 
Koestler, A. (1964). The act of creation. New York. 
Macmillan. 
Kohlberg, L. (1969). Stage and sequence: The cognitive 
developmental approach to socialization. In Gaslia, 
R. D. (Ed.) Handbook of socialization theory and 
research. New York: Rand McNally. 
Kohlberg, L. (1971). From is to ought: How to commit the 
naturalistic fallacy and get away with it in the study 
of moral development. T. Micshel (Ed). Cognitive 
development and epistemology. New York: Academic 
Press. 
Kohlberg, L. (1984). The psychology of moral development: 
The nature and validity of moral stages. San 
Francisco, CA: Harper and Row. 
Kohlberg, L, (1990) . Which post-formal levels are stages? 
In M.L. Commons, L. Kohlberg, F.A. Richards, T.A. 
Grotler, and J.D. Sinnott (Eds.) Adult Development 
(Vol. 2) (pp. 263-266). New York. Praeger. 
Kohlberg, L. and Armon C, (1984). Three types of stage 
models used in the study of adult development. In M.L. 
Commons, F.A. Richards, and C. Armon (Eds.), Beyond 
formal operations: Late adolescent and adult cognitive 
development (pp. 383-394). New York: Praeger. 
Kuhnert, K.W., Lewis, P. (1987). Transactional and 
transformational leadership. A constructive 
developmental analysis. Academy of Management Review. 
Vol. 12, No. 4, 648-657. 
Lahey, L., Souvaine, E., Kegan, R., Goodman, R., and Felix, 
S. (1987). A guide to the subiect-obiect interview: 
Its administration and interpretation. Cambridge, MA: 
Harvard School of Education. 
167 
Levine, S. (1989) . Promotincr adult growth in schools: The 
promise of professional development. Boston, MA: 
Allyn and Bacon. 
Loevinger, J. (1976). Ego development. San Francisco, CA: 
Jossey-Bass. 
Lyons, N.P. (1983). Two perspectives: Self, relationships, 
and morality. Harvard Educational Review. 53. 125-145. 
Merron, K., Fisher, D., and Torbert, W. (1987). Meaning 
making and management action. Group and organization 
studies. 12(3), 274-286. 
Mitroff, I., and Ernshoff, J.R., (1979). On strategic 
assumption making; A dialectical approach to policy 
and planning. Academy of Management Review. 4 (1), 1- 
12 . 
Mullin, R.F., Shaffer, P.L., and Grelle, M.J. (1991). A 
study of the assessment center method of teaching basic 
management skills. In J.D. Bigelow (Ed.), Managerial 
skills: Explorations in practical knowledge (pp. 116- 
139), Newbury Park: Sage Publications. 
Noam, G. (1985). Stage, Phase, and Style: The Developmental 
Dynamics of the Self. In L. Benkowitz and R. OSetz 
(Eds.), Moral Education (pp. 321-346). Hillsdale: 
Erlbaum Associates. 
Office of the Commissioner of Probation. (1989). Standards 
for Supervision of Offenders. Boston, MA: 
Commonwealth of Massachusetts. 
Piaget, J. (1970). Structuralism. New York: Basic Books. 
Porter, L.W., and McKibbin, L.E. (1988). Management 
education and development: Drift on thrust into the 
twenty-first century. St. Louis, MO: AALSB. 
Reich, R.B. (Ed.). (1991). The Power of Public Ideas. 
Cambridge: Harvard University Press 
Rodgers, R.F. (1980). Theories underlying student 
development. In D. Creamer (Ed.), Student development 
in higher education (pp. 16-95) . Alexandria, VA: ACPA. 
Schon, D.A. (1983). The reflective practitioner. New York: 
Basic Books. 
Schon, D.A. (1986). Educating the reflective practitioner. 
San Francisco, CA: Jossey-Bass. 
168 
Serey, T.T., and Verderber, K.S. (1988). Students and 
learners: A conceptual distinction to share during 
first class sessions. Orcranizational Behavior Teaching 
Review. XIII (2), 133-138. 
Souvaine, E., Lahey, L.L., Kegan, R. (1990). Life after 
formal operations: Implications for a psychology of the 
self. In C. Alexander and E. Langer (Eds.), Higher 
stages of human development (pp. 229-257). New York: 
Oxford University Press. 
Torbert, W. (1987). Managing the corporate dream. 
Homewood,IL: Dow Jones-Irwin. 
Torbert, W. (1991). The power of balance. Newbury Park: 
Sage Publications. 
Van Velsor, E., and Palus, C. (1993, June). Paper presented 
at meeting of Society for Research in Adult 
Development, Amherst, MA. 
Weathersby, R. (1993). Sri Lanka manager's leadership 
conceptualizations as a function of ego development. 
In J. Demick and P.M. Miller (Eds.), Development in the 
workplace (pp. 67-90). Hillsdale, N.J.: Lawrence 
Erlbaum Associates. 
Weathersby, R. and Bartunek, J.M. (1982). Teaching for 
Complicated Understanding. Exchange. Vol. 7, No. 4, 
(pp. 7-15) . 
Weick, K. (1979) . The social psychology of organizing. 
Reading, MA: Addison-Wesley. 
Whetten, D.A., Windes, D.L., May, D.R., and Bookstaver, D. 
(1991). Bringing management skill education into the 
mainstream. In J.D. Bidelow (Ed.), Management skills: 
Explorations in practical knowledge (pp. 23-40) . 
Newbury Park: Sage Publications. 
Zitner, A. (1993, November 1). A new way of doing business. 
The Boston Globe, pp. 20, 22. 
169 

